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Explanatory Foreword

Learning about Progression — A Research Resource Tailored to Meet your Needs

‘Learning about Progression’ is a suite of research-based resources designed to provide evidence to
support the building of learning progression frameworks in Wales. ‘Learning about Progression’
seeks to deepen our understanding of current thinking about progression and to explore different
purposes that progression frameworks can serve to improve children and young people’s learning.
These resources include consideration of how this evidence relates to current developments in
Wales and derives a series of principles to serve as touchstones to make sure that, as practices begin
to develop, they stay true to the original aspirations of A Curriculum for Wales — A Curriculum for
Life. It also derives, from the review of evidence, a number of fundamental questions for all those
involved in the development of progression frameworks to engage.

Within this suite of resources you will find

e Reviews of research into progression in children and young people’s learning
— research related to progression in learning generally and research on progression in
learning specifically related to each of the six AoLEs

e Reviews of policies on progression from other countries
— who have similar educational aspiration to Wales in each of the six AoLEs

e A review and analysis of progression as it is emerging in Wales in Successful Futures and in
A Curriculum for Wales — A Curriculum for Life.

We hope that you will find ‘Learning about Progression’ a useful resource. We recognise that a range
of audiences will want to make use of its contents for a range of purposes and thus present
information from ‘Learning about Progression’ in different ways, leaving you to choose which form is
most useful for your purpose.

1. Learning about Progression: a comprehensive review of research and policy to support the
development of Learning Progression Frameworks in Wales

The whole report, ‘Learning about Progression’ offers a comprehensive overview of research
and policy related to progression in learning in general and to progression in learning in all six
AoLEs.

2. Diving into Research and Policy in an Area of Learning and Experience

For individuals or groups who are interested in finding our more about the evidence as it
relates to an individual Area of Learning and Experience (AoLE), a detailed report is provided
for each AoLE derived from Section 2 of ‘Learning about Progression’. These six reports offer an
overview of research on progression, an in-depth analysis of evidence exploring how different
countries have tackled progression in an individual AoLE and evidence from research on
progression within the discipline. These reports are entitled Learning about Progression:
Expressive Arts, Learning about Progression: Science and Technology etc. You are currently
using this mode.
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Learning about Progression: From Ideas to Action

If you want to identify key messages from ‘Learning about Progression’ and your major concern
is how to use the ideas as you develop progression in your AoLE, then read ‘Learning about
Progression: From Ideas to Action’ as your first point of engagement. This provides

— key messages on progression relevant to all of the AoLEs

— an analysis of how the evidence from international policy and research relates to
policy advice on progression in Successful Futures and A Curriculum for Wales

— principles that might act as a touchstone to promote a close alignment between ideas
and action and

— information on the strategy used to inform decision making about the framework to be
used to develop statements of progression.

‘Learning about Progression: From Ideas to Action’ is supported by
e aseries of PowerPoint slides to introduce key ideas to others
e Decision Tree Workshops

The evidence emerging from ‘Learning about Progression’ indicated strongly that there were a
number of decisions that AoLE groups had to take before embarking on the development of
statements of progression. These related to the major questions derived from the research.
Decision tree workshops were designed to support AoLE groups and others in that process.

Decision trees were used as the basis of workshop activities at AoLE meetings to support AoLE
discussions. Each decision tree

e identified the decision to be taken

o offered evidence from the ‘Learning about Progression’ report (from research, policy
and practice) to help inform discussions within each AoLE

e was consistent with the principle of subsidiarity and encouraged AoLE members to add
to the evidence available

e provided a framework where each individual AoLE, having reflected on the evidence,
agreed a decision proposal to be shared with the Coherence Group.

All proposals were reviewed to ensure that they were consistent with the vision A Curriculum for
Wales — A Curriculum for Life and reflected what AoLE members believed would best serve
young people in Wales.

Proposals from the six AoLEs were then submitted to the Coherence Group whose task was to
reach agreement about which decisions had to be consistent across AoLEs to promote
coherence across the system and where there could be flexibility for individual AoLEs. This
would then inform the next stage of work of the AoLE groups.

Terminology within both the Welsh and English versions of this report reflects the range of
current thinking about concepts of progression; this may lead to one term being employed with
different but related senses and/or to one concept being referred to by different terms.
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Introduction

The education system in Wales is in the process of transformation. Since the publication of
Successful Futures (Donaldson, 2015) and the subsequent adoption of its recommendations in A
curriculum for Wales — a curriculum for life (Welsh Government, 2015), a national strategy has been
underway to build new curriculum, pedagogy and assessment arrangements to offer young people
in Wales educational experiences that are fit for the 21% century. The creation of these new
arrangements is the responsibility of all involved in education in Wales — communities, policy
makers, practitioners and researchers —and is led by a network of Pioneer schools whose task it is to
identify what matters in the curriculum and how progress might best be described and discerned.
The Curriculum Pioneer schools are working in national groups related to each of the six Areas of
Learning and Experience (AoLEs) — Expressive arts; Health and well-being; Humanities; Languages,
literacy and communication; Mathematics and numeracy; and Science and technology. The CAMAU
project, a collaboration between the University of Glasgow (UofG) and the University of Wales
Trinity Saint David (UWTSD), funded by the Welsh Government and the UWTSD, seeks to support
the Welsh education system in its task by providing evidence to address three main questions:

e How might curriculum, progression and assessment be described and developed in Wales to
focus on learning and to promote better alignment between research, policy and practice?

e |n what ways do models of curriculum progression relate to progression in learning
emerging from evidence of learning and progression within schools and classrooms?

e To what extent is it possible to think of assessment as the use of evidence to enable future
learning, as ‘progression steps’, rather than as a summary of past achievement? (And how
might we avoid this focus leading to a narrowing of the curriculum?)

The focus of the CAMAU project is progression. It takes its starting point from Successful Futures
(Donaldson, 2015) and A Curriculum for Wales (Welsh Government, 2015), builds on the work of the
Progression and Assessment Group (Welsh Government, 2017) and on what the AoLE groups have
identified as what matters. The project works with teachers, schools, researchers and policy makers
(local, national and international) to bring different knowledge, skills and understandings together to
explore how progression might best be described and developed in relation to the AoLEs and to
investigate how progression steps might be most helpfully identified, described and used to support
learning.

Progression matters. Since the seminal Black & Wiliam (1998) review highlighted the potential for
formative assessment (or Assessment for Learning as it is sometimes called) to enhance learning,
particularly amongst learners who found learning most challenging, countries internationally have
sought to realise that potential in schools and classrooms. The way in which Assessment for Learning
has spread has been compared to a ‘research epidemic’ that has ‘feverishly spread into every
discipline and professional field’ (Steiner-Khamsi, 2004: 2). However, at best, the enactment of
Assessment for Learning has been patchy (Hayward et al, 2006, Marshall & Drummond, 2006) and
problems around the articulation of progression have been part of the problem. Wiliam &
Thompson (2007) offer a framework to articulate the roles that key actors (teacher, peer and
learner) play in the assessment process based on three key ideas: where the learning is going, where
the learner is right now and how to get there. Implicit in this model is the centrality of progression.
For example, for teachers to provide feedback that moves learners forward, they must have a
conceptualisation of what matters next both for learning in the domain and for the learner. But self-
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evident as that might seem, progression and its relationship to assessment and learning has proven
to be a complex business. Indeed, in a recent article Baird et al (2017) argue that learning and
assessment have been ‘fields apart’. Recognising the inexorable relationship between learning and
progression, Heritage (2008) argues that

‘By its very nature, learning involves progression. To assist in its emergence, teachers need to
understand the pathways along which students are expected to progress. These pathways or
progressions ground both instruction and assessment. Yet, despite a plethora of standards
and curricula, many teachers are unclear about how learning progresses in specific domains.
This is an undesirable situation for teaching and learning, and one that particularly affects
teachers’ ability to engage in formative assessment.’ (p.2)

Internationally, there are areas of the curriculum where work has been done to build
understandings of progression. Pellegrino (2017) argues that research undertaken on cognition and
learning has led to the emergence of highly developed descriptions of progression in particular
curricular areas (science, reading and mathematics) and that these can form a sound basis for
assessment design (e.g. Bransford, Brown, Cocking, Donovan, & Pellegrino, 2000; Duschl et al, 2007;
Kilpatrick, Swafford, & Findell 2001; Snow, Burns & Griffin, 1998). There are, however, other areas
where work related to progression is far less well developed.

Progression as a concept is built in to Successful Futures through the identification of reference
points (Progression Steps). The term ‘reference point’ is important. It establishes learning as an
expedition, with stops, detours and spurts, rather than as a linear process. The progression
frameworks will be central to the work of teachers and learners as they seek to enhance the learning
of every young person in Wales and thus it is crucial that these frameworks are dependable. To
address this challenge, the CAMAU project seeks to work with policy makers and practitioners to
build progression frameworks that are, as far as is possible, evidence informed and supportive of
assessment practices that are consistent with the ‘spirit’ rather than the ‘letter’ of assessment for
learning (Earl, Volante & Katz, 2011; Marshall & Drummond, 2006).

Theoretically, the design of the CAMAU project builds on the work of Senge & Scharmer (2001) and
on the empirically derived Integrity model of change (Hayward & Spencer, 2010). This model argues
that for change to be meaningful and sustainable, project design must pay attention to three main
areas:

e  Educational integrity (a clear focus on improving learning)

e  Personal and professional integrity (participants have a significant role in the construction
of the programme, rather than being passive recipients of policy directives)

e  Systemic integrity (coherence in development at all levels of the education system)

The CAMAU Project is designed in three phases. This first phase is concerned with the co-
construction of an evidence-based Progression Framework. The second phase is designed to
develop, review and learn from feedback on the draft Progression Framework and the third phase
will trial, evaluate and review the Progression Framework in action. In all phases of this project
teachers, pupils, policy makers and researchers are co-investigators with the shared aspiration of
developing high quality, well-informed curriculum, pedagogy and assessment arrangements for
Wales.
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This report provides evidence on three specific aspects of the first phase of the CAMAU project:

e the review of how progression is described and structured within frameworks in other
countries

e the review of progression in learning (in policy and research) and of evidence related to
progression contextualised in each area of learning experience and

e initial work undertaken to explore teacher perceptions of progression in learning. (Evidence
on teachers’ and pupils’ perceptions of progress will be collected throughout the CAMAU
project and will be published in the final research report.)

Following this introduction that includes a description of methodology, Section 1 of the report
identifies ideas about progression as they emerge in Successful Futures and then analyses these
ideas using evidence from research on progression.

Section 2 is divided into six sub-sections, each devoted to one of the six Areas of Learning and
Experience (AoLEs) identified in Successful Futures (Donaldson, 2015): Expressive arts; Health and
well-being; Humanities; Languages, literacy and communication; Mathematics and numeracy;
Science and technology. The evidence offered to each AoLE is in two parts. The first part is a review
of how different countries have conceptualised and interpreted progression in that area of learning.
The second part provides insights into evidence available from research on progression relevant to
the specific AoLE.

Section 3 provides evidence of teachers’ understandings of progression.

Section 4 draws together themes emerging from the different sources of evidence analysed and
identifies decisions which require to be taken to allow the development of statements of learning
progression within the AoLE.

This research report is intended to provide a dependable evidence base to inform thinking in the
AoLE groups as ideas of progression are developed. The CAMAU project team throughout the
project will work with AoLEs to use evidence from international curriculum and assessment
documentation of how progression has been conceptualised in the research literature and in policy
contexts similar to Wales. When AoLEs have identified what matters in the curriculum and have built
initial models of progression, the CAMAU team will obtain and analyse empirical evidence from
wider teachers’ and learners’ experiences of progression in schools and classrooms: evidence from
teachers’ perceptions of what is central to enable effective progression in their pupils’ learning; and
pupils’ reflections of their own progression in learning. This sense checking of existing and expert
models of progression is intended to promote curriculum, pedagogy and assessment arrangements
in Wales that are grounded in teachers’ and young people’s actual experiences in learning. This work
will be reported in the final CAMAU project report.
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Methodology

The central purpose of the reviews of international policy and of research on progression is to
provide dependable information to AoLE groups to support their thinking. Thus both the policy
review and the review of research are focused and purposeful. Discussion with AoLE groups made it
clear that to be useful, the reviews must be clearly focused, succinct and directly related to the task
which the groups are being asked to undertake. In addition, the CAMAU project sits within the
demands of a development programme operating to tight policy deadlines: all activities must be
undertaken within a limited time-frame and with limited resources. This is not a situation peculiar to
this project.

Dependable Evidence Summaries

The methodology for the creation of dependable evidence summaries emerges from the recently
developed EPPI (Evidence for Policy and Practice Information) protocol for a rapid review of existing
evidence (O’Mara-Eves et al., 2016). Rapid reviews have been commonly used in Health policy
contexts to inform evidence-based practice. The Welsh Government has itself used the process in an
educational context, e.g. in a review of the impact of poverty on attainment (Wilson, 2011). Rapid
Reviews are contentious. They are seen by some as conforming to policy timelines at the cost of
rigour in the literature or policy review. More recently, rapid evidence assessments have become
more common in policy contexts and the method is referred to on a number of Government
websites across the UK. The Department for International Development identifies three main uses
for rapid evidence assessments:

‘[They] provide a more structured and rigorous search and quality assessment of the
evidence than a literature review but are not as exhaustive as a systematic review. They can
be used to:

e gain an overview of the density and quality of evidence on a particular issue

e support programming decisions by providing evidence on key topics

e support the commissioning of further research by identifying evidence gaps’
(https://www.gov.uk/government/collections/rapid-evidence-assessments -- accessed
10/07/17)

These aims are consistent with the aspirations of the CAMAU project. The challenge is to provide
evidence that is dependable within the constraints identified.

Grant et al. (2009) suggest that if Rapid Research Reviews (RRR) are to be dependable, they need to
be rigorous and explicit about their methodology and acknowledge the concessions that have had to
be made to breadth and depth. The need to synthesise evidence within a limited time frame with the
specific intention of informing decision making processes lies at the heart of the increased use of
RRRs. Khangura et a/ (2012) argue that, despite the rise in the popularity of this approach, very little
has been published on appropriate methodologies. They rename RRRs as evidence summaries and
propose a methodology to increase the means by which the validity, appropriateness and utility of
the review might be discerned. The authors identify eight steps developed from their Knowledge to
Action programme. These steps have been adapted in the CAMAU project as the framework for the
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development of the Dependable Evidence Summaries, designed to inform the thinking of AoLE
groups as they tackle the complex challenge of describing progression.

Table 1: Outline of eight steps informing Knowledge to Action evidence summary approach
(Khangura et al, 2012)

Knowledge to Action step Task

Step 1 Needs assessment

Step 2 Question development and refinement

Step 3 Proposal development and approval

Step 4 Systematic literature search

Step 5 Screening and selection of studies

Step 6 Narrative synthesis of included studies (including assignment

of evidence level)
Step 7 Report production

Step 8 Ongoing follow-up and dialogue with knowledge users

The Evidence Summaries in the CAMAU project have been developed as part of a process of on-
going discussion with the knowledge users — each of the AoLE groups.

Progression in International Policy and Practice

The countries involved in the international policy and practice review were identified in two ways.
The first priority was to identify countries of particular interest to the individual AoLE group. Second,
CAMAU team members sought to select countries with aspirations similar to those identified in
Successful Futures where different approaches to descriptions of progression were illustrated. The
analysis of policy in each country followed a three-stage process:

e eliciting information on curriculum design, ‘what matters’ in the curriculum and how
progression is described

e making summary statements of the above

e analysing information from across countries

Table 2 on the next page provides the framework for responding to questions on progression. The
complete protocol can be found as Appendix 1.

Recognising the difference between policy intention and policy enactment, the final stage of this
policy review went beyond the analysis of policy documentation. As part of the work of the CAMAU
project’s National and International Advisory Group, leading researchers in selected review
countries were invited to discuss the enactment of policy in their respective countries in order to
provide insights into how ideas have played out in practice. These reflections on the implementation
of policy and on lessons learned add depth and texture to the information available in policy
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documentation and enhance the knowledge of policy-in-action afforded to CAMAU researchers by
research publications.

Table 2

Country Information

Name of Country:
Year the curriculum was written/published/updated:
Website(s) where materials were found:

How is the curriculum structured? e.g. Is there a curriculum document as well as achievement
outcomes or are these combined? Are there supporting materials for teachers? Is there one
curriculum across all ages or is it split into primary and secondary?

How many stages/levels/benchmarks are included? Are they aligned with specific years?

What components/subjects/themes related to the AoLE are covered in this country’s curriculum?
What seems to be missing?

How does the documentation define ‘what matters’ in this AoLE? Does this include content
knowledge, competencies, skills, etc? What is the balance between knowledge and
understanding, skills, attributes, and capabilities?

How is progression defined? Is it defined explicitly or implicitly? You may need to look beyond the
statements themselves at the supporting documentation and introductions to the curriculum.
Give some specific quotes or examples.

Are key progression points identified as expected standards for specified ages? Or as descriptions
of knowledge, skills, capabilities needed for further progression in learning? Or is it some
combination?

What form do statements of progression take? Are they detailed or broad? Are they in pupil-first
person language or written for the teacher? Provide some examples.

To what extent does the curriculum for this AoLE seem to align with what is written in Successful
Futures? Does it seem to align with Donaldson’s vision for progression? Give some examples.

Is there anything else worth noting? E.g., Is there anything particularly unique, innovative, or
useful about this curriculum? Are there any aspects of the AoLE that are included in cross-
curricular aims? Was there anything within this portion of the curriculum that seems to have
connections with any other AoLE?
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Progression in Research Literature in the Context of Policy in Wales
The review of research literature in the context of policy in Wales was undertaken in three strands

e areview of Successful Futures to identify what had been written about progression
e areview of seminal papers on the concept of learning progression
e six separate reviews, one undertaken for each of individual AoLE.

Whilst much has been written on curriculum progression, far less is available on learning
progression. Papers for the review were identified using three approaches:

o expert knowledge (including recommendations from CAMAU Professorial Consultants -
internationally recognised experts in individual Areas of Learning Experience)

e search strategies

o reference snowballing.

As reviews for individual AoLEs were undertaken by several members within each AoLE team,
detailed guidance was provided. Reviewers conducted independent searches using keywords,
employing Ebscohost or a similar academic database. Key terms were contextualised in each AoLE,
e.g. ‘progression in mathematics’; keywords specific to particular domains were identified, e.g. in
Health and well-being keywords included ‘child development’ and ‘developing’. Texts published
before 2000 were excluded unless identified by Professorial Advisors as seminal texts. Wales is a
bilingual country. Where possible, eg, in LLC, the review included evidence from bilingual countries.
However, we recognise that most of the evidence used to inform this report has been drawn from
material published only in English, that the research has to a large extent considered practice in
English speaking countries and that, with few exceptions, progression frameworks examined have
been drawn from countries and states in which English is the sole or a major language of schooling.
This limitation has to be recognised.

When lists of possible texts had been generated, titles and abstracts were reviewed to identify
potentially relevant sources. Expanded or snowball searches were also carried out where authors
cited within the original sources were investigated, either by following up on articles cited or by
undertaking author searches within Ebscohost. In addition to recommendations made by
Professorial Advisors, CAMAU researchers sought advice from colleagues in the University of
Glasgow and in the University of Wales Trinity Saint David with specific expertise in a particular area.
From this range of sources, a list of all papers considered was generated by each group and the
screening processes that led to the final selection of papers to be reviewed were documented.

The analysis of literature review is intended to address critical questions related to progression
within a particular Area of Learning Experience. To illustrate this process Table 3 on the next page
offers an example from the review for the Health and well-being AoLE. The full protocol can be
found in Appendix 2.
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Literature Review- Critical Questions

e What evidence exists that informs our understanding of progression in this domain?

¢ In what ways have researchers described how children develop their knowledge/ skills/

capacities in this area? In other words, how do they model progression? For example:

According to the literature, are the changes that children make qualitative jumps
(with big steps at key moments) or more gradual sophistication (children seen to
gradually add more of the same skills over time)?

Is progression linear or could children move backwards and forwards?

Do the researchers see children’s progression as something that can be impacted on
by the environment and open to change, or is it fixed?

Is there one path that children seem to take in this area, or are there multiple paths?
Do the researchers acknowledge that children may have different paths based on the
context in which they grow up/learn?

Are there different models of progression for the same topic and to what extent do
they overlap, complement, or conflict?

e To what extent does the literature focus on how children develop in terms of their

knowledge/understandings vs. behaviours/skills?

e To what extent is the progression that is described at a micro-level (for one lesson/unit) or at

a macro-level (across multiple years)?

e What ages are covered when describing how pupils learn in this area? Which ages seem to be

missing or receive less adequate attention?

e What is the theoretical background of the relevant literature (e.g., education, public health,

psychology, etc.)? We may get some insight by looking at the journal it is published in.

e Importantly, what seems to be missing in this area? What do we still not know? Is there little

research on this topic?

Building Dependable Evidence: Synthesising Sources

The evidence emerging from across the six AoLEs was then compared with the review of Successful

Futures and the more general research evidence on progression. From this synthesis key themes

were identified. These themes were then used as the evidence base to inform for the final section of

this report, Learning about Progression: from ideas to action.

This central purpose of this research report, Learning about Progression — Informing thinking about a

Curriculum for Wales, is to provide a dependable evidence base to inform the work of each AoLE. To
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maximise the use of the evidence to inform action in AoLEs, the research report is available in a
number of forms.

The full research report is available to all interested parties. In addition, a domain specific report has
been developed for each individual AoLE. Each individualised report contains key points from:

e theintroduction

e the review of Successful Futures and research evidence on progression as a concept

e the policy review and research review specific to the area of learning experience

e ‘Decision Trees’ as an enabling artefact to stimulate use of an extensive evidence base in
practice: ‘Decision Trees’ structure evidence from the research report succinctly around
key questions for use within AoLE workshops. Their purpose to promote better informed
decision making.

The decision trees identify crucial questions to be addressed by each AoLE as they design a
progression framework for the Welsh curriculum. Using evidence from the research report, they
offer insights into how issues have been tackled in different countries and suggest some initial
possible advantages and disadvantages related to each decision. They also identify relevant insights
from research. Examples of decision trees can be found in Appendix 3.

Using the decision tree approach as a stimulus for discussion and negotiation, each AoLE group was
invited to respond to each question, to consider evidence available from research and policy and to
add insights from their own professional experience. Once the group had considered the evidence,
they were invited to develop proposal to be considered by the cross-AoLE Coherence Group. The
role of the Coherence Group was to consider proposals from each AoLE and to take decisions to
promote consistency and coherence across the six AoLEs.

Evidence from Teachers and Learners

A central feature of the CAMAU methodology is to promote approaches to progression that are
empirically informed by evidence from practice.

In line with the principles of partnership, subsidiarity and collaboration which underpin the CAMAU
research project, teachers are co-researchers. While teacher participation in the curriculum
development process was an expectation arising from their employment in pioneer schools,
participation in related research was voluntary. Consequently, all teachers in the AoLE groups were
asked and agreed to participate in this research in accordance with the ethics procedures of the two
universities.

Between April and July 2017, collaborative research focused on the articulation of teachers’
conceptualisation of learning progression. Evidence was generated through approaches which acted
as prompts to support this articulation. The aim was to draw on teachers’ practical experience to
contribute to developing learning progression frameworks.

Four research questions were developed by the CAMAU team. These were designed firstly to
explore evidence of teachers’ understanding of progression in learning emerging from the data and
secondly to consider the efficacy of different approaches to the collection of evidence of teachers’
understandings of progression:
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e What evidence on progression emerges from teachers’ articulations of progression in
learning in their classrooms?

e What are the characteristics of learning identified?

e What types of activities led to teachers articulating their understanding of progression most
effectively?

e What sorts of group structures and size supported such activities?

Evidence related to the first two questions would directly inform the drafting of progression
statements; evidence related to the latter two would inform later research into teacher views to
further develop these statements and to offer insights into processes of sustainable change.

The CAMAU team developed three principal approaches to gathering evidence relevant to the first
two questions. It was agreed that the approach(es) used in each AoLE would recognise the views of
teacher participants and would be reviewed in the light of evidence related to the latter two
guestions. The CAMAU team adapted tasks to take account of the broad direction of developing
thinking within each AoLE about what matters.

Approach One — Timel-Time(n) (see Newby, 2010)

Teachers were supported to articulate typical learner progress across a period of time; the number
of stages (i.e. T1-T2, T1-T3) used was determined by the perceived requirements of each AoLE. The
fundamental questions posed took the form of:

e T1-Canyou describe what, in general terms, you expect a learner to know, understand and
be able to do at a start time (e.g. the beginning of the year)?

e T2 -Canyou describe what, in general terms, you expect a learner to know, understand, and
be able to do at an end time (e.g. the end of the year)?

A variant of this approach explored progression made by three individual young people in a class as
they moved through a phase: one who finds little challenge in relation to expectations; one who
generally achieves expectations; one who finds expectations challenging.

Approach Two — Evaluation of progression in other countries’ frameworks

Teachers were asked to examine critically aspects of frameworks from other countries. This afforded
opportunities for teachers to review, from a relatively disinterested stand-point, policy and practice
and to articulate views on models of progression, broad progression steps and appropriate language.

Approach Three — CoRe (Content Representation) (see Eames et al. 2011; Loughran et al. 2004)

This approach involves identifying areas of knowledge or skill that seem central to learning in an
AoLE and for each of these areas responding to questions such as:

e What do you intend young people to learn about this idea or skill?
e Why is it important for them to know this?
e What prior or related knowledge do learners have of this idea or skill?
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e What difficulties / limitations may be associated with progression in developing this idea or
skill?

e How do you ascertain learners’ progression or difficulties in developing this idea or skill?

Findings from this early stage of teacher research are reported in Section 3.
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Section 1: Progression — Welsh Policy and Research Insights

Progression in learning is crucial to the realisation of the aspirations of Successful Futures and it is
essential that progression as developed across the AoLEs is well informed. As indicated in the
Introduction, the evidence to promote well informed ideas of progression in learning comes from
different sources. This section of the report reflects on two sources of evidence: evidence from
policy — what Successful Futures says about progression —and evidence from research — an analysis
of research on progression.

Evidence from the Policy Context in Wales - Donaldson, Progression and Learning

The concept of progression is at the centre of the new curriculum in Wales. It structures, describes,
and enables learning. Donaldson’s use of the term represents a shift in discourse that aims to
restructure the learning experience for pupils, from discrete and generalised stages of attainment,
to a learning continuum of individual achievement. Within this new structure, each learner moves
forward fluidly through statutory education from age 3 to age 16, guided as appropriate by
reference points, supported and challenged according to his/her needs, and assessed in relation to
the four purposes of the curriculum.

The four purposes describe what all children and young people should become and achieve through
statutory education as well as how they are perceived and positioned as they experience the
curriculum.

Recommendation 2 (p.23) states:

‘The school curriculum should be designed to help all children and young people to develop in
relation to clear and agreed purposes. The purposes should be constructed so that they can
directly influence decisions about curriculum, pedagogy and assessment’.

This follows the argument that:

‘statements of curriculum purpose need to be formulated carefully so that they have
integrity, are clear and direct and become central to subsequent engagement and
development; in that way they can shape the curriculum and suffuse practice. Common
understanding of why we are doing what we are doing is a powerful starting point from
which to determine what it is we need to do and how we are going to do it. (p.22, author’s
emphases)

The purposes tell us about how children should experience their curriculum day to day. Learners
progress to become more ambitious, capable, enterprising, creative, ethical, informed, healthy,
confident individuals. Progression is characterised in terms of depth, complexity, level of
abstraction, accomplishment and skill, for disciplinary knowledge and wider competencies, and each
child’s learning continuum functions as a journey through the curriculum. This journey will include
diversion, repetition, and reflection, as appropriate for each individual to make progress in learning.
There is greater responsibility for teachers to ensure child-centred learning to ensure effective
learning takes place, since the pace of each journey is set according to the requirements of the
learner.
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Discerning the progress being made by each child is fundamental to establishing learning. While the
concept of progression shifts control of the curriculum into the hands of the schools, it also shifts
assessment from generalised phases and stages, to a greater focus on the evaluation of learning
from the perspective of the child: a shift from ‘s/he should’ to ‘I can’. This means all children and
young people can travel on the same continuum, regardless of any Additional Learning Needs. In the
new curriculum, assessment is purposeful and designed to support the progression of each child’s
learning: what does each child need in order to move forward, what difficulties might s/he have,
what are the next steps and how might these next steps best be supported?

Assessment is the means by which teachers seek to discern progress and to identify what is most
important for future learning. Progression, and therefore achievement, in Donaldson’s terms is
positive, beginning from the child or young person’s point of departure. Progression describes a
forward movement for each learner which is not necessarily linear and which does not end at a
given age or stage. Throughout the Donaldson Review, learning is conceptualised as growth.
Learners build on previous knowledge/skills/competencies/dispositions in a continuous journey
across and within the Areas of Learning and Experience.

Learning is defined through the concept of progression, which is represented as a coherent
continuum without separation or interruption. The continuity that the new curriculum places at the
centre of learning describes a holistic approach to the development of the individual, including
experiential learning that is valuable in and of itself. Learning is the end goal of the education
system. The learner is at the heart of the process and a fundamental element of the curriculum is
choice. Learners are encouraged to take responsibility for their own learning, to become pro-active,
and teachers are encouraged to ensure learning is meaningful and ‘authentic’, so that it has real
world relevance.

What Successful Futures says about Progression

The term progression occurs 116 times in Successful Futures. Additional Document 1 provides a list
of each occasion when the word progression is used and an analysis of the different contexts for the
idea of progression. In Successful Futures (2015) the four purposes provide ‘coherence, progression
and flow’ to learning intentions (p.21). Significant emphasis is placed on manageability:

‘Having common Areas of Learning and Experience from 3 to 16 should promote and
underpin continuity and progression and help to make the structure easier to understand’

(p.39).

Successful Futures presents a clear vision for progression

1. Phases and key stages should be removed in order that progression can be continuous,
increasing the potential for higher attainment by minimising transitions.

2. Progression in each Area of Learning and Experience should be based on a well-grounded,
nationally described continuum of learning that flows from when a child enters education
through to the end of statutory schooling at 16 and beyond.
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3. Learning should be an expedition, with stops, detours and spurts rather than a straight
line. Progression is a ‘road map’ for each and every child/young person’s progress in
learning though some children and young people will progress further than others.

4. Progression Steps will be described at five points in the learning continuum, relating
broadly to expectations at ages 5, 8, 11, 14 and 16 (staging points for reference rather than
universal expectations — but expectations should be high for all learners).

5. Progression Steps are made up of a number of achievement outcomes linked to what
matters in the curriculum and linked to the four purposes (‘l can’ statements). Literacy,
numeracy, digital competence and wider skills should be embedded as well as elements of
the Cwricwlwm Cymreig.

6. Achievement Outcomes should not be a checklist of knowledge or skills and should
incorporate effective pedagogy.

7. Achievement outcomes should inform next steps and be framed as broad expectations
achievable over a period of time (approximately 3 years).

8. Achievement Outcomes should use 'l can', 'l have’ (and ‘I am ready to’) statements to
describe progression (not over specified or overly vague — this may vary across AoLEs).

9. Assessment (relevant and proportionate) should be focused on learning intentions and
progression in relation to the four curriculum purposes and based upon the intentions set
out in the Achievement Outcomes at each Progression Step within each Area of Learning
and Experience. In each AoLE the Achievement Outcomes at each Progression Step will
need to encapsulate the most important aspects of learning, take account of the ways in
which children progress in different kinds of learning and recognise what they need to be
able to know and do to move securely to the next stage.

10. Professional judgement is central to assessment (formative assessment with relevant
summative information collected and used formatively within classrooms and schools).

11. Schools should use teacher assessment of progression systematically, together with other
sources of evidence, to inform their self-evaluation for school improvement purposes.

The ideas presented in Successful Futures form the principles from which curriculum, progression
and assessment in Wales should be developed and offer a touchstone against which emerging
proposals can be evaluated.

Evidence from Research — an Analysis of Research on Progression

The inter-relationship of curriculum, assessment and pedagogy is recognised as being at the heart of
learning. Yet, Wyse, Hayward & Pandya (2015), analysing the state of the field internationally,
suggested that all too often research has focused on these as different fields leading to a lack of
alignment in how curriculum, assessment and pedagogy are experienced in learning. This theme was
developed by Wiliam (2017:1) who argued that theories of learning and theories of assessment lack
connection because assessment and learning are trying to do different things and each field has
been inward looking in identifying and addressing challenges. Successful Futures (2015) recognises
the importance of promoting a strong relationship between curriculum, assessment and pedagogy.
The policy states clearly that everything in education in Wales should be driven from the curriculum:
the identification of what matters for a person to be considered educated. What matters in the
curriculum in Wales is being identified by the Pioneer Schools in each AoLE. This research review
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begins from that premise and explores how progression and assessment might emerge in relation to
what matters.

Curriculum, Progression, Pedagogy and Assessment — a Coherent Whole

Built into every curriculum internationally is a notion of learning development but there are
different ways in which this can be done. Some countries seek to describe outcomes in different
areas of the curriculum through the specification of standards commonly related to ages and stages
on development in schools. The aspiration is that by specifying standards, these will become
teachers’ expectations and student performance will improve. Yet concerns have been raised that
many of the statements of standards do not provide the information necessary to achieve that
aspiration and are not helpful in developing an understanding of where students are in relation to
what might be regarded as desired goals (Heritage, 2008). This lack of clarity can lead to problems
emerging between curriculum and learning, for example, teachers may find these statements of
standards difficult to use for formative assessment purposes — where the learning is going, where
the learner is right now and how to get there (Wiliam & Thompson, 2007). Learning progressions
offer the potential to support learning more effectively as they offer teachers the opportunity to
relate learning in their class to learning undertaken in previous and learning to be undertaken in
future classes. They can make connections between prior and future learning and use information
from formative assessment to discern where students’ learning lies, allowing them to relate teaching
more specifically to what matters and, crucially, to what matters next. Heritage (2008) suggests that
‘Explicit learning progressions can provide the clarity that teachers need’.

Heritage (2008:2) also suggests that greater attention should be paid to the different levels of
specificity used to articulate the curriculum. Some curricula specify detailed objectives to be
mastered at each grade in sequence. When the curriculum is described in this level of detail, its
‘grain size’, it may be difficult to see how these discrete objectives connect to bigger, organising
concepts and learning can become little more than a checklist of things to be learned. Curricula
organised around core concepts or ‘big ideas’ and sub-concepts offer better opportunities for a
stronger relationship between assessment and learning goals: assessment for formative purposes.
However, Heritage (ibid) argues that care also needs to be taken with this approach for too often
‘big ideas’ are not brought together as a coherent vision for the progressive acquisition of concepts
and skills. Without a coherent vision the potential for teachers to have a broad overview of learning
in a specific domain is restricted. Broadly speaking, learning progressions differ in the span of the
progressions and the degree of granularity in their description. Some models present a learning
progression as almost a unit of work, whilst others, such as spelling, span several years. Often, the
shorter the span, the greater the detail and specificity.

The work of Black et al. (2011:74) develops the idea that having a coherent model of progression
that is closely linked to assessment and pedagogy will effectively support learning. They conclude
that progressions are essential to high quality learning and teaching.

‘One essential ingredient for a teacher is to have in mind an underlying scheme of
progression in the topic; such a scheme will guide the ways in which students’ contributions
are summarized and highlighted in the teacher’s interventions and the orientation the
teacher may provide by further suggestions, summaries, questions, and other activities.’
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Pellegrino et al. (2012) offer further insights into what is important in the assessment process, a
process he describes as reasoning from evidence, and how assessment might relate to curriculum
and pedagogy. He identifies three interconnected elements that should underpin any assessment
and conceptualises these as an assessment triangle whose three sides are:

e a model of student cognition and learning in the assessment domain

e aset of assumptions and principles about the kinds of observations that will provide
evidence of competences

e aninterpretation for making sense of the evidence

Whilst all three elements are essential, in a later article (2017:361), Pellegrino argues that often the
critical cognition component is missing. The focus of learning should be determined as far as
possible by models that describe ‘how people represent knowledge and develop competence in the
domain of interest’. This, he suggests, is a distinguishing feature of an evidence-based approach to
assessment design, where the most important aspects of student achievement are identified,
aspects which then become the focus for ‘inferences’ and which should ‘provides clues about the
types of assessment tasks or situations that will elicit evidence to support those inferences’.

Although most work on learning progressions has been carried out within domains, deeper
understanding of what is important to improve learning may require work to be undertaken across
domains. Some more recent studies have begun to explore learning progression across domains. An
example of this is to be found in Wylie et al (2017 in press) where the researchers sought to build
companion learning progressions in mathematics and language. They argue that analysing
mathematics and language learning progressions together offers a more detailed and nuanced
picture of progression to inform teaching and formative assessment. By focusing on both
mathematical knowledge and the discursive skills required to share that understanding, the
researchers moved thinking from right versus wrong to a deeper understanding of the ways in which
pupils were developing competences in mathematics and language. The application of content and
language progressions, they suggested, provided teachers with a deeper understanding of the
interaction of mathematical knowledge and language proficiency.

What are Key Characteristics of Learning Progressions?
Mosher & Heritage (2017:1) define Learning Progressions as

‘inferences or hypotheses describing the order of definable steps, stages, or levels that
students’ understanding and skill in a subject or discipline are likely to go through over time
in response to instruction and experience as they reach the levels of understanding and skill
that are the goals of instruction.... The inferences should be based on empirical evidence
from student work, assessment performance, responses to clinical interviews, or other
observations by teachers or researchers. They may describe likely steps or growth paths in
the context of typical instruction, or they could describe what becomes possible with more
effective instruction.’

Learning progressions are pathways along which students are expected to progress. These pathways
or progressions are the basis of teaching and assessment. Learning progressions can be
conceptualised in different ways but as part of a review of a range of different approaches to
learning progressions, Heritage (2008) identified certain common features.
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e All models conceptualise progression as a continuum of increasing sophistication of
understanding and skills as young people move from ‘novice to expert’. (p.4)

e No definition contains references to grade or age level expectations, in contrast to many
standards and curriculum models. Instead, learning is conceived as a sequence or
continuum of increasing expertise.

e  Learning progressions adopt a developmental view, inviting teachers to conceptualise
learning as a process of increasing sophistication rather than as a body of content to be
covered within specific grade levels.

e  Progression also implies a sequence along which students move incrementally from novice
to more expert performance. Implicit in progression is the notion of continuity and
coherence. Learning is not seen as a series of discrete events, but rather as a trajectory of
development that connects knowledge, concepts and skills within a domain.

e  Learning progressions are accommodating. They recognise that students do not move
forward at the same rate or with the same degree of depth and progression and see this as
an expected part of learning.

e  Learning progressions enable teachers to focus on important learning goals paying
attention to what a student would learn rather than what a student would do (the learning
activity). The learning goal is identified first and teaching, pedagogy and assessment are
directed towards that goal. ‘Consequently, the all too common practice of learning being
activity driven rather than driven by the learning goal is avoided.’ (p.5)

e  Learning progressions are an important part of assessment to support learning. Clear
connections between what comes before and after a point in the progression offers
teachers a better opportunity to calibrate their teaching, to address misunderstandings or
to develop skills as revealed by assessment, and to determine what important next steps
would be to move the student forward from that point.

Further key features of learning progressions are identified in the work of Duschl et al (2007) and
Pellegrino (2017). Duschl et al. (2007) suggest that a distinctive feature of learning progressions is
the evidence base from which they are developed. They define learning progressions as evidence
based hypotheses about how students’ understanding and ability to use core concepts and
explanations become more sophisticated over time. These hypotheses represent the pathways that
young people are likely to follow as they make progress. These pathways should be empirically
tested to ensure that they relate closely to how most students experience progression and should be
empirically evaluated to determine their efficacy to discern whether or not lead to better learning.

Pellegrino (2017) suggests that although learning progressions are not developmentally inevitable,
they may be developmentally constrained. He suggests that numerous progression paths are
possible and that progress rather than being linear may be more like ‘ecological succession’ (p.362).
A learning progression offers one or more possible paths but ‘does not represent a complete list of
all possible paths’. In addition, at any point in the process, an individual may demonstrate thinking
and/or practices that could be considered to be at different points on the path. Mosher & Heritage
(2017) support this view, adding an optimistic view of learning progressions which suggests that
there is a small number of likely paths, that the steps along the way are clearly distinguishable and
that they represent understanding and related skills which are stable for reasonable periods of time.
They also re-emphasise the complex nature of the progression concept, its non-linear pathways, its
confusions and regressions as learner thinking develops over time to new levels of sophistication.
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The inter-relationship between the learner and progression is further complicated by regressions
that can occur in particular circumstances, e.g. stress or challenges that feel to them to be too great.
This approach may align more closely with Bruner’s spiral curriculum than any model of linear
learning, building on the hypothesis that ‘any subject can be taught effectively in some intellectually
honest form to any child at any stage of development’ (Bruner, 1960: 33). Pellegrino (2017) argues
that there is a clear connection between progress in learning and the quality of teaching to which
the young person is exposed. High quality curriculum and pedagogy are essential for optimal
progression as is the teacher’s confidence in dealing with the complexities of differentiated
instruction.

Learning Progressions and Audience

There is a further characteristic of Learning Progressions worthy of consideration: the audience.
Many learning progressions are written primarily for teachers and tensions can arise if a single
learning progression attempts to serve too many purposes. For example, Heritage (2008) draws
attention to the problems that can arise if it is assumed that the same degree of granularity will
serve both planning and assessment. The degree of granularity in a learning progression designed to
ensure that teachers have an overview of progress from novice to expert is very different from the
degree of granularity necessary to enable teachers to support learning formatively: the latter would
require a far more detailed analysis of progress in learning. She proposes that a possible way to deal
with this issue would be to have different learning progressions serving different purposes. An
overview learning progression to offer a multi-year picture of the journey from novice to expert.
These could then be linked to learning progressions related to each of the key building blocks of
what matters in the curriculum. These more detailed learning progressions would support teachers
in formative assessment whilst their relationship to the multi-year learning progression would allow
them to locate their own work in the bigger learning picture. This could also be helpful in offering
support to teachers who are working with young people whose learning is outside the range of
normal expectations for the group or year with whom they are working.

Learning progressions can also be written in ways which provide a framework for learners to
understand the learning journey they are on. Heritage (2008) argues for the importance of learners
being aware of longer term goals and the relationship between those and their day to day progress.
It is unquestionably desirable for students to know what the longer-term goal is or what the final
product of the learning will be. Increased involvement in learning occurs when teachers share with
the students what their longer-term goals are and enable them to participate in evaluating the
degree to which they have met the goals. The changing role of the learner within social
constructivist and sociocultural theories of learning is highlighted by Baird et al. (2014, 2017). Within
these overlapping theories, there are common learner characteristics. Learners are active in the
learning process, involved in self and peer assessment, in social processes and interactions where
there is a changed ‘contract’ around learning. If the aspirations for this new relationship, this new
contract between the learner and society, as articulated in Baird et al. (ibid) are to be fulfilled, there
are implications for the level of transparency in curriculum, progression, pedagogy and assessment.
Learners need deeper and more meaningful understandings of what matters in learning and a voice
in what matters. They would have the right to understand the longer-term journey in the domain
being studied and the responsibility to work with teachers and others to engage in learning
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processes and, crucially, in assessment as part of learning. Learning progressions are a crucial part of
this process.

Progression and Assessment

There is strong research evidence that approaches to formative assessment can and do improve
learners’ attainments (Black & Wiliam, 1998; Wiliam et al., 2004). Black et al. (2011) suggest that
these approaches are based on principles of learning well informed by cognitive research. They
define the principles as

e ‘Start from a learner’s existing understanding.

e Involve the learner actively in the learning process.

e Develop the learner’s overview, i.e. metacognition — this requires that students have a view
of purpose, have an understanding of the criteria of quality of achievement, and self-assess.

e Emphasise the social aspects of learning (i.e. learning through discussion) as these make a
unique contribution.’

There are strong areas of overlap between this definition and Heritage’s (2008) conceptualisation of
formative assessment:

e eliciting evidence about learning to close the gap between current and desired
performance (Pellegrino (2001) would describe this as drawing inferences);

e  providing feedback to students; and

e involving students in the assessment and learning process.

Both definitions privilege the role of the learner in learning and assessment.

Black et al. (2011) make a strong case for the centrality of teacher assessment. They suggest that
teachers’ in-classroom assessments offer opportunities to achieve far better standards of validity
than national or state tests. The evidence they generate is richer and more meaningful. However,
they caution that significant professional development (2001:106) is necessary, for teachers’
professional judgements to be both valid and reliable. The authors present five steps essential to the
design and implementation of any learning exercise. The exercise must have strategic aims that
involve understanding concepts and methods of a subject or developing reasoning skills. Teaching
has to be planned, involving what the authors describe as choosing the tactics for realising the
strategy in order to ‘help build a picture of learners’ existing understanding, especially with respect
to the learner’s location on the learning progression, so that the next challenge can be framed to
take that understanding further’ (2001:77). The plan then has to be implemented, reviewed and
summed up. The researchers argue for the importance of a curriculum as an evidence-based model
of the paths through which learning typically proceeds used to inform both pedagogy and
assessment. These ‘road maps’ they describe as central for all five steps outlined above. And they
offer an example of a road map for the scientific concept ‘atomic-molecular theory of macro
properties’. Through this example, the authors suggest that we can create roadmaps by synthesising
several sources of evidence (2011: 85)

e research results about common pupil misconceptions
e internal logic of the concepts involved
e indications from learning theory about difficulty of the types of thinking involved
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e results from assessment items that indicate problems/possibilities with the topic
sequence

They argue that, although previous qualitative studies on this topic provide rich understandings of
progression of learning, they are limited by the specific contexts in which they were developed. They
propose larger scale and longitudinal studies to deepen understanding of trajectories of change of
individuals.

Black et al. (2011) argue that progression is needed for formative assessment:

‘(a) to formulate a task or test so that the responses can provide evidence of learning
progression, (b) to formulate helpful comments, tailored to the individual needs of each
student, and (c) to give clear guidance on how to improve, all require a clear road map, that
is, a view of the learning aim and of the steps along the route, or routes, that the student
needs to take to get closer to the aim in light of his or her position en route.’ (p. 75)

Pellegrino (2014, 2017) supports this view. He suggests that learning progressions are helpful ways
to think about the assessment of student learning. Like Black et al (2011), he argues that learning
progressions should contain multiple elements, including Learning Performances. These he describes
as

‘the kinds of tasks students at a particular level of achievement would be capable of
performing. They provide specifications for the development of assessments by which
students would demonstrate their knowledge and understanding. Such assessments allow
one to observe and infer students’ levels of competence for major constructs that are the
target of instruction and assessment within and across grade levels. Thus, an adequately
specified learning progression should include an approach to assessment, as assessments are
integral to learning progression development, validation, and use’ (2017:362).

He also concludes (Pellegrino, 2017:363) that when detailed maps of learning progression exist at
grain sizes to support teaching and assessment, these will form a conceptual base that can be used
as evidence of longer term growth and change, evidence currently collected through large-scale
assessments. This will improve the validity of the assessment because there is a clearer idea of the
construct being measured and the level at which student learning and performance is understood.

In conclusion

There is recognition in both policy in Wales and research of the importance of learning being
articulated progressively. Although in Successful Futures (2015) this is described as a learning
continuum and in research as a learning progression, these terms share many common
characteristics. For example,

e Curriculum, assessment and pedagogy should be seen as an integrated whole

e Progression should be continuous

e Progression is not linear

e The journey from the point a young person transitions into the curriculum until the point
where the young person transitions into life beyond school education should be sufficiently
clear to allow both teachers and learners to make sense of how day to day activities relate
to the learning journey over time.
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e Assessment for learning has the potential to enhance young people’s learning but there are
a number of areas to be considered as part of curriculum and assessment innovation if this
potential is to be realised

The key messages emerging from the review of all the evidence sources examined in this research
report and possible implications for how evidence from policy and research might influence
emerging practice are considered in the next section of this report.
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Humanities: Review of Frameworks

This report synthesises findings from an examination of national examples of curricular progression
in the Humanities. The following factors informed our country selection:

e the curriculum includes a model of progression
e recommendations from professorial consultants
e curricular materials provided in English, and when possible, bilingual contexts.

The following countries/regions were examined: Alberta (Canada), Australia, British Columbia
(Canada), New Zealand, Northern Ireland, Ontario (Canada), Scotland and Singapore.

This report is organised into the following sections synthesising findings on:

e how the curriculum is structured

e what matters in the Humanities area

e how progression is conceptualised

e the form and wording of progression statements
e anote about religious education.

Weblinks to further information for each country are provided in Additional Document 4.

Structure of the Curriculum Frameworks

The countries that we reviewed differ in how their curricula are structured, including in the labels
used, in whether there are separate frameworks for different stages of schooling, in the number of
levels of progression and in whether there are learning outcomes specified for each year or grade,
and in the extent to which different Humanities subjects are taught separately or as one learning
area.

One element of the curriculum structure with implications for learning progression is the number of
levels included in the Humanities curriculum and whether the levels and their associated learning
outcomes are specified for each grade or age. New Zealand, Northern Ireland, and Scotland do not
have levels tied to specific grade levels. New Zealand has 8 levels, called stages, and each stage
covers several years with a clear recognition that some pupils may attain stages earlier or later than
expected. Northern Ireland and Scotland both have a total of 5 broad levels spanning early years
through to the end of compulsory schooling. Scotland’s documentation makes it very clear that
students do not need to be at a certain age within a certain level, while Northern Ireland’s stages
seems to be more closely tied to ages. On the other hand, Ontario, Alberta, Australia and British
Columbia specify learning outcomes for each grade or year level. Arguably, when learning objectives
are tied to a grade or age then there is a risk of pressure to cover a particular set of standards by a
particular time, rather than concentrating on student learning.

A second distinction is in the extent to which there is a separate curriculum for primary and
secondary levels. Scotland has one curriculum that spans all levels of schooling with no clear division
between primary and secondary. Ontario, Australia, Alberta, Northern Ireland, Singapore and British
Columbia have separate elementary and secondary Humanities curriculum. For example, Northern
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Ireland has the World Around Us at foundation and key stage 1 and 2, and Environment and Society
at key stage 3 and 4. In British Columbia, there is one Social Studies curriculum from Kindergarten
through grade 9 which is currently transitioning in to a new curriculum for secondary level (10-12).
The curriculum emphasises acquiring and developing key disciplinary thinking skills built around six
major historical and geographical thinking concepts: significance, evidence, continuity and change,
cause and consequence, perspective and ethical judgement. Students are expected to study key
topics including Canadian society and identity, Canadian history, world history, Canadian and world
geography, Canadian politics and government as well as major economic systems. In Singapore the
humanities are taught through Social Studies (geography and history) and Civics and Moral
Education (incorporating religious education) in primary schools and through specific subjects in
secondary schools for example Geography. There are also two distinct curriculums for each subject
in secondary, for example Lower Secondary History and Upper Secondary History (British Columbia
Government, 2016/2017). New Zealand provides a combination where subject specificity emerges
around level 6 out of 8; however, New Zealand’s curriculum is presented in a coherent way as part
of one overall learning area with achievement outcomes listed in one location for all levels. Having
separate curricula and/or assessment guidelines for different stages of schooling may have
implications for learners’ transition into secondary school and for the extent to which the separate
curricula complement one another.

Countries also differ in the extent to which the learning outcomes cover the entire Humanities area
or are subject specific. Where subject specificity exists, it often emerges in secondary school. New
Zealand has a single Social Studies learning area through levels 1-5, and then separate subjects of
Geography, History, Sociology, and Economics through levels 6-8. Australia adopts the same
approach as: the area is called Humanities until year 8 and thereafter separated into separate
subjects of History, Civics and Citizenship, and Economics and Business. Northern Ireland uses
common theme names for the learning area, although within the last key stage there are separate
guidance documents for history and geography. Ontario stands out as having a curriculum that
increases in fragmentation at multiple levels. There is a single subject called Social Studies for grades
1-6; this is split into History and Geography in grades 7-8; and then further split into Economics,
Geography, History, Law, and Politics (within an umbrella area called Canadian and World Studies)
by grade 12. At the secondary level there is also a Business subject and a separate learning area
called Social Sciences and Humanities that includes equity studies, family studies, general social
sciences, philosophy, and world religions. The proposed secondary draft curriculum in British
Columbia (to be implemented in 2018/19) also has a single subject called Social Studies for grade 10-
12, although in grade 12 there are separate learning areas such as Genocide Studies, Asia Studies,
Social Justice, Law, and Comparative World Religions. Religious education, included in Humanities
within Wales, is a separate learning area in Scotland and Northern Ireland and not included as a
major learning area in Australia, Alberta, New Zealand and Singapore. In Singapore, for example,
Civics and Moral education was introduced in 1991 to replace religious knowledge and is no longer a
compulsory subject. However, the Civics and Moral education syllabus strengthens inter-ethnic and
inter-religious tolerance, instils a deeper sense of civic and social responsibility and fosters stronger
commitment and loyalty to the nation. In British Columbia, religion is included only in grade 7 and 8
as a topic; as an example, in grade 7, ‘representations of the world according to the religions’ is tied
to the content section titled, ‘origins, core beliefs, narratives, practices, and influences of religions,
including at least one indigenous to the Americas’.
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Two of the countries reviewed have one interdisciplinary Humanities learning area that remains
throughout schooling. In Scotland, there is one subject called Social Studies across all levels, as
history and geography are included in the progression steps in an integrated fashion. Similarly, in
Alberta, there is one subject called Social Studies throughout all of schooling. Although the online
resources are separated into K-6, 7-9, and 10-12, the learning area retains an integrated nature as
defined in the Alberta documentation: ‘an issues-focused and inquiry-based interdisciplinary subject
that draws upon history, geography, ecology, economics, law, philosophy, political science and other
social science disciplines.’

What Matters

There are interesting distinctions in ‘what matters’ within the Humanities area across countries that
have implications for decisions related to modelling progression. One element is the balance
between Humanities skills and content, which seems to be fairly balanced in the countries that we
reviewed. For example, Australia gives equal weighting to ‘inquiry and skills’ (what students should
be able to do) and ‘knowledge and understanding’ (what students are expected to understand). The
Humanities and Social Sciences achievement standards listed for each grade level include a
paragraph devoted to each. This is similar in the Singapore curriculum with the focus of the learning
outcomes based on knowledge and understanding, skills and values and attitudes. In British
Columbia as well, there is a reasonable balance between understanding, competencies and skills.
The primary goal of Social Studies education is to provide students with the knowledge, skills and
competencies necessary to be active, informed citizens. As such, all areas of learning are based on a
‘Know-Do-Understand’ model to support a concept-based, competency-driven approach to learning.
The Content, detailing with the essential topics and knowledge at each grade level, constitutes the
‘Know’ of the Know-Do-Understand model of learning. The subject-specific curricular competencies,
underpinned by core competencies, are the skills, strategies, and processes that students should
develop over time and reflect the ‘Do’. For example, the learning standards within Global Issues and
Governance in grade 6, has a clear curricular competency (e.g. ‘Develop a plan of action to address a
selected problem or issue’) and related content (e.g. Grade 6: global poverty and inequality issues,
including class structure and gender). Furthermore, throughout the Social Studies K-9 curriculum,
most of the Content and Curricular Competencies have Elaborations that take the form of key skills,
key questions, and sample topics (Ministry of Education, British Columbia, 2015).

There is a tendency to emphasise the ‘inquiry’ skill across countries. in New Zealand the Social
Sciences learning area highlights the ‘social inquiry approach’ which includes sub-skills such as asking
guestions, gathering information, exploring perspectives, and reflection and evaluation. In
Singapore, ‘inquiry’ is used as a pedagogy for developing historical and geographical understanding,
for example, ‘the use of historical inquiry is ... at the heart of history instruction and learning, and
students must be provided with the opportunities to learn the skills required through practice and
engagement in historical inquiry.’ British Columbia also adopts an ‘inquiry and question based
approach’ in which learners are encouraged to form questions that can provide teachers with
insights into their thinking. Throughout the Social Studies curriculum, learners examine big, open-
ended questions so that they can make informed decisions.

As another example, Ontario has a strong focus on the ‘inquiry process’ which includes five
elements:

29 April 2017



Learning about Progression — Informing thinking about a Curriculum for Wales

interpret and analyse

gather and organise,

formulate questions,

evaluate

draw conclusions and communicate.

Each of these five elements or skills is applied to subjects such as geography and history, with

specific ways listed to describe how students can approach each element of the inquiry process

within the subject area.

A second point for consideration of ‘what matters’ in Humanities is the extent to which there are

‘big ideas’ that drive the area and whether these are subject-specific or broad.

In Scotland, the Social Studies ‘experiences and outcomes’ lay out some key areas of
progression, for example, evaluating evidence, understanding local environment, personal
responsibility, understanding the weather and climate, what it means to be a citizen,
managing money, and more (22 ideas in all).

In Singapore, a thematic approach, structured along the key themes of identity, culture and
heritage and people and environment, frames the primary syllabus, with the syllabus
organised into three broad clusters titled Discovering Self and Immediate Environment,
Understanding Singapore in the Past and Present, and Appreciating the World and Religion
We Live In. However, these are not as visible in the secondary syllabuses.

Australia has four ‘key ideas’ that underpin their Humanities area, for example, one is ‘How
societies and economies operate and how they are changing over time.’

Ontario’s Humanities curriculum for Grades 1-8 has Big Ideas that underpin the content and
learning (e.g. for ‘cause and consequence’ in social studies, the big idea is that ‘global issues
require global action’).

Ontario also has more specific big ideas at each grade level, for example at Grade 4 under
the strand ‘heritage and identity: early societies’ there are big ideas such as ‘By
understanding the past, we can better understand the present’ and ‘The environment had a
major impact on daily life in early societies’. Important to progression is the extent to which
a big idea seems to be integrated across learning stages, in other words, whether there is a
map of the progression of learning that leads to the development of these important big
ideas in the Humanities.

In British Columbia, ‘big ideas’ consist of generalisations, principles and the key concepts
important in an area of learning. The big ideas are understood through activities that
examine content topics through the use of key disciplinary skills found in the Curricular
Competencies. They are intended to endure beyond a single grade and contribute to future
understanding. Within the learning standards ‘7™ Century to 1750’ in grade 8, two of the big
ideas are ‘Human and environmental factors shape changes in population and living
standards’ and ‘Exploration, expansion, and colonization had varying consequences for
different groups’ (British Columbia Government Core Competencies, n.d.).

Many of the Humanities curricula reviewed also contain competencies or broad conceptions. Some

are cross-curricular and expected to be developed alongside Humanities skills or knowledge, some

are specific to the Humanities area, some aim to direct how children should progress within

Humanities. For example, Ontario defines six concepts of social studies thinking:
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e significance

e cause and consequence
e continuity and change
e patterns and trends

e interrelationships

e perspective

These underpin all thinking and learning in social studies within the context of a vision statement
that seems similar to the four purposes of the curriculum in Wales. British Columbia has two levels
of competencies: Core Competencies develop across the curriculum whereas Curricular
Competencies, as pointed out earlier, are specific to each grade level in each area of learning. The
three core competencies are communication, thinking, as well as personal and social.

As another example, Australia has seven Humanities concepts of interdisciplinary thinking (e.g.
significance, continuity and change, place and space) and five interdisciplinary inquiry and skills (e.g.
researching, analysing).

Northern Ireland’s curriculum documents describe how ‘thinking skills and personal capabilities’ can
contribute to areas such as history and geography and help teachers in planning for learning and
assessment. For example, in history for key stages 1-2, there are skills such as managing information,
thinking, problem solving and decision making, being creative, working with others, and self-
management. An example for ‘being creative’ as applied to History is shown in Figure 5. Arguably,
maps with only two stages do not provide enough steps to support a comprehensive narrative of
progression.
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By the end of Year 4 pupils can:

Use imagination to explore how people acted as
they did in the past and how they may have felt,
for example, 'How might Florence Nightingale
have felt about her work?’ or ‘How an evacuee felt
leaving home'

Take part in role-play, including the use of, for
example, story sacks or finger puppets, to act out
how characters in stories may have felt.

Use all the senses to help pupils experiment with
questions and ideas about people and events in
the past using artefacts, stories, photographs,
multimedia as stimulus or during a local history
trail.

Look for clues about the past and begin to
classify and make connections between them by
choosing, for example, what would be the best
artefacts, pictures or stories to tell us about jobs
in our locality in the past/present.

Use a variety of forms of creative writing, for
example, writing simple diary entries or design a
leaflet to advertise a holiday in the past.

Generate different ways to ‘show what we know’
about the past, for example, a poster, diagram,
collage or presentation.

Use play to experiment with the past, for
example, set up a dramatic play area with old
objects, clothes or equipment.

By the end of Year 7 pupils can:

Use imagination to explore different points of
view people had about events in the past, for
example, Victorian mill owner, half timer or
factory - reformer.

Participate in a role-play simulation to debate
an issue about the local environment, for
example, save our local monument or preserve
a local building.

Use all the senses to explore and generate
questions combining their own knowledge with
a range of given sources.

Use a variety of forms of creative writing

to demonstrate empathy with the past, for
example, a diary account ‘My first day at the
Workhouse, devise recipes for rich or poor
Victorian households or an eye-witness account
of a Viking raid.

Construct their own representation of the past
through the use of music, art, collage, and ICT,
for example, designing a panel for a heritage
centre on Child labour in Victorian Belfast.

Collect and experiment with evidence that give
clues to the past, for example, select items to
put into a museum shelf on Victorian schools or
atime-capsule.

Figure 5. One of the skills/capabilities highlighted in Northern Ireland’s ‘The Progression Framework:
The World Around Us — History — Key Stages 1 and 2’ retrieved from
http://ccea.org.uk/sites/default/files/docs/curriculum/area of learning/the world around us/prog

ression framework history.pdf

Finally, it is also worth noting that in New Zealand, Maori words and phrases are included

throughout the English documents, making it clear that the Maori language and culture is an

important part of ‘what matters’ within the curriculum. For example, one of the ‘social science’

achievement objectives at level 2 is: ‘Understand how the status of Maori as tangata whenua is

significant for communities in New Zealand.” The Alberta Social Studies documents make significant

reference to the importance of Aboriginal and Francophone perspectives and experiences, as do

those of British Columbia. These three examples may provide illustrations for the use of Welsh

culture and language within the development of the Humanities area in Wales.
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Conceptualisation of Progression

Progression steps, the building blocks of students’ learning trajectories, can be conceptualised in
many ways (Heritage, 2008), such as moving from novice to expert, learning a series of different
concepts and/or skills that logically build upon one another, increased sophistication or depth within
a particular concept or skill, or increased independence in enacting concepts and skills. Progression
could refer to the development of understandings, skills and/or capacities within one lesson, across
a unit, across a school year, across schooling, or across lifelong learning. Donaldson (2015)
recommends a broad level representing big ‘steps’ of progression across schooling.

The countries we reviewed differ in the extent to which they explicitly or implicitly define
progression and how they describe the development of children’s learning within the Humanities.
Scotland, Northern Ireland, and Australia mention progression. For example, Scotland’s curriculum
document states, ‘Those who teach a particular stage will be able to see where their contributions to
a child’s learning and development sit in the span of progression.’ Similarly, Northern Ireland
specifies levels of progression in relation to the broad cross-curricular skills of literacy, numeracy and
ICT skills. According to Northern Ireland’s documentation, ‘Progression in learning is not just about
the amount of subject content that pupils know. Progression is about moving pupils from shallow,
surface learning to deep learning’ (p. 43, Guidance on Teaching Learning and Assessment at Key
Stage 4). Also, within key stages 1-2, Northern Ireland documentation explicitly mentions
progression within Geography and History. While Australia mentions progression in its curriculum
(‘is presented as a progression of learning from Foundation - Year 10’), it is difficult to clearly see
how progression is conceptualised if looking at yearly learning objectives. A comparison of learning
statements across years, from separate documents, begins to provide a picture of the expectations
for progression of learning. Alberta’s curriculum does not use the word progression, but does refer
to ‘linkages and sequencing’ across years, which provides a type of progression framework although
arguably it is so worded as to focus more on content presented each grade level rather than on true
development in learning (e.g., ‘Grade 3 continues to build on the knowledge of community and
citizenship by examining diverse communities in the world’). British Columbia also does not employ
the word progression. However, it mentions how, at each stage, students should maintain and
enhance competencies from previous stages, while developing new skills. Additionally, it also points
out how students should move from basic to increasingly sophisticated competencies. Although the
word progression is not visible in Singapore’s curriculum, students are admitted at the end of the
primary 6 to an express, normal academic or normal technical track, based on attainment in English,
mathematics, mother-tongue language and science. There are then Express and Normal Syllabuses
within the humanities in the Singapore curriculum.

One of the most common models of progression in these examples is increased sophistication or
depth within a particular concept or skill, as indicated through a series of statements that begin with
a verb indicating an increasingly complex level of knowledge in relation to the same concept or
topic. Often this seems to take the form of a model such as Bloom’s taxonomy. For example, in
Ontario, for the topic of heritage and identity, a Grade 1 learning statement begins with ‘describe
some of the ways...”, a Grade 3 begins with ‘compare ways of life among...”, and a Grade 5 begins
with ‘analyse some key short- and long-term consequences...”: progression is described in terms of
moving from describing to comparing to analysing. As another example, in Scotland, within the topic
of people, past events and societies, some of the progressive statements are ‘l am aware that
different types of evidence can help me to find out about the past’ (early), ‘I can use primary and
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secondary sources to research events in the past’ (second), and ‘I can evaluate conflicting sources of
evidence to sustain a line of argument’ (fourth): progression is described in terms of moving from
being aware to using to evaluating. Arguably, this strategy may ignore the relationship between
essential aspects of the content (Brant, Chapman, & Isaacs, 2016). Use of a Bloom’s taxonomy
approach to model progression is also problematic in that it makes an assumption that ‘higher’
levels such as evaluation are more advanced than ‘lower’ levels such as understanding. In reality,
both a 5 year old and a 15 year old may show the ability to remember or to apply or to create
knowledge, and students may often move back and forth between the different levels (e.g.
remembering, understanding, evaluating) throughout the learning process.

Another way progression is modelled in the countries reviewed is through guidance on the order in
which particular content may be learned. It is important to consider that the ordering of particular
concepts could be understood as a map for a progression of learning, whereas the ordering of
particular content is not necessarily a learning progression. For example, the ordering of concepts
can be seen in Northern Ireland, e.g. moving students from sequencing events and objects on a
timeline in chronological order (at key stage 1) to developing a sense of change over time and how
the past has affected the present (at key stage 2), which suggests a learning progression as students
need to first understand that events have a particular chronological order before then
understanding how the events relate to one another over time. In contrast, ordering of particular
content to be learned is not the same thing as a learning progression. In a traditional standards-
based Humanities curriculum content in history may be presented in chronological order (from
ancient history to more modern) or content in geography may be presented from local to national to
global, but this represents content and, perhaps, breadth in understanding, rather than a focus on
having greater depth through a more expert understanding of concepts within the area.

Interestingly, Ontario’s curriculum includes a description of learning progression across Grades 1-12,
but only in relation to one specific set of Humanities skills: geographic map and globe spatial skills.
Benchmarks are provided regarding how these geographic spatial skills are expected to develop over
time. One example from this multiple-page progression chart is shown in Figure 6 below, with five
clear progression steps listed for the concept of map types within the spatial representation skill.
This progression seems to be based on a model that shows a series of different concepts/skills that
logically build upon one another. Importantly, at all levels students are expected to engage in the
same skills (extracting information, creating) and instead it is the content itself that seems to
increase in sophistication. Unfortunately the Ontario curriculum does not provide similar
progression maps for a wider range of concepts/skills within the Humanities.
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1.MAP AND GLOBE SKILLS (continued)

B.Spatial Representation

CATEGORY Grade 1 | Grades 2-3 | Grades 4-6 | Grades 7-8 l Grade 9 l Grades 11-12
The student:

Map types (e.g., « extracts information from and creates sketch maps (e.g., showing a local neighbourhood, the layout of a classroom)

sketch, thematic, + creates 2D maps of familiar surroundings

topographic) « creates 3D models using blocks and toys

+ extracts information from, analyses, and creates thematic maps, including the following:
— political (e.g.,Canada’s political regions, countries of the world)
— physical (e.g., climate, landforms)
— historical (e.g., settlement patterns)
— land use (e.g., community features)
« extracts information from, analyses, and creates digital maps (e.g., online interactive)

— demographic (e.g., population distribution)

— flow (e.g., movement of people)

— issue-based (e.g., pollution or poverty in Canada)

— annotated (e.g. illustrating an aspect of student inquiry)

« extracts information from, analyses, and creates thematic maps, including the following:

+ extracts information from, analyses, and creates increasingly
complex thematic maps, including the following:
— demographic (e.g., population density, literacy rates)
— physical (e.g., frequency of natural events)

» extracts information from and analyses topographic maps

+ extracts information from, analyses,and
creates increasingly complex thematic
maps, including the following:
issue-based maps layering two or more
themes (e.g., population density and
CO, emissions; population settlement
and weather events)

Figure 6. A progression map of spatial representation for map types; from Ontario Canadian and World Studies Grades 9 and 10 curriculum (2013, p 166)

http://www.edu.qgov.on.ca/eng/curriculum/secondary/canworld910curr2013.pdf
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A final issue relating to the conceptualisation of progression is the extent to which it follows a linear
model, a spiral model (children are expected to revisit previous concepts/skills as they develop), or
some other type of model representing a development from novice to expert. Within New Zealand,
the curriculum documents highlight the need for learners to re-visit concepts in order to consolidate
their learning in what appears to be a spiral approach to progression. Similarly, Ontario espouses the
historical inquiry process (e.g. in grades 7-8) and suggest this process is not linear in nature:

‘the historical inquiry process, guiding students in their investigations of events,
developments, issues, and ideas. This process is not intended to be applied in a linear
manner: students will use the applicable components of the process in the order most
appropriate for them and for the task at hand’ (p. 132 Ontario The Ontario Curriculum —
Social Studies Grades 1 to 6 and History and Geography Grades 7 and 8).

British Columbia espouses cross curricular learning and a spiral approach encouraging learners to
revisit concepts and make connections between big ideas. Scotland’s experiences and outcomes, on
the other hand, imply that learning in Social Studies may be linear.

Form and Wording of Progression Statements

There are interesting similarities and differences across countries in the statements of progression.
Statements differ in how broad or specifically they are worded. In New Zealand, although
progression is apparent in the statements, they are quite broad: for example, for history, at Level 1
pupils ‘Understand how the past is important to people’, whereas at Level 2 they ‘Understand how
time and change affect people’s lives’. While this shows some progression in terms of sophistication,
no further detail as to how learning is developed to make the shift in understanding. When
progression statements are worded very broadly, the intricacies of learning progression at a level
that is useful for the teacher in planning a lesson may not be covered and thus these may need to be
developed as optional supporting materials for teachers.

Other countries, such as Canada, tend to use much more specific statements. For example, Ontario
has very specific statements, such as ‘compare key aspects of life in a few early societies (3000 BCE—
1500 CE), each from a different region and era and representing a different culture, and describe
some key similarities and differences between these early societies and present-day Canadian
society.” When progression statements are worded too specifically there is a risk of teaching
becoming overly scripted and prescribed, as well as not giving flexibility for developing learners’
understandings or skills related to local or context-specific issues.

Despite these differences, there is generally a lot of overlap in statements across countries. As
shown in the examples in Table 8 below, common themes such as how individuals in the past have
influenced current events seem to be present in most Humanities curricula. Interestingly,
comparable statements have been drawn from different ages or levels; there is variation in which
understandings and skills are expected at which general ages, an issue worth exploring in more
depth. Another difference is in the types of actions that are expected by students, for example, in
Scotland, Ontario, British Columbia, Australia and Singapore, there is a general action required of
students (to identify or contribute to a discussion) whereas in New Zealand it is left open as
‘understanding’ and in Northern Ireland it is described as ‘become aware’, both of which are quite
vague. In all of the cases, it could be contended that there are many ways in which to interpret the
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statement: for example, Alberta states that students will demonstrate an understanding of the
people and the stories of Canada; one could argue that students at any age could do this but of
course to varying degree and with varying sophistication. Humanities teachers and students will
need to have discussions to come to common agreement about how to interpret the statement and
to decide whether a student has demonstrated an adequate enough understanding that they can
then progress to the next step; perhaps samples can be provided to show varying levels of
understanding.

Table 8. Example Progression Statements Across Countries

Country/Region | Level Example Statement

Alberta Grade 5 - Students will demonstrate an understanding of the people
Social and the stories of Canada and their ways of life over time,
Studies and appreciate the diversity of Canada’s heritage.

Australia Year 3 - Students identify individuals, events and aspects of the past
History that have significance in the present.

British Grade 5 - Differentiate between intended and unintended

Columbia Social consequences of events, decisions, and developments, and
Studies speculate about alternative outcomes.

New Zealand Level 5 - Understand how the ideas and actions of people in the past
History have had a significant impact on people’s lives.

Northern Key Stages 1 | Pupils can become aware that there were reasons/causes

Ireland & 2—-The why people in the past acted as they did and there were
World also consequences of those actions.
Around Us -
History

Ontario Grade 8 — Students will identify a variety of significant individuals and
Historical groups in Canada during this period and explain their
Significance contributions to Canadian heritage and/or identity

Scotland First - Social Having selected a significant individual from the past, | can
Studies contribute to a discussion on the influence of their actions,

then and since.

Singapore Year 6 — Pupils will explore identity, culture and heritage of
Social individuals and groups and appreciate how these change
Studies over time.

Another difference is the intended audience: whether the statements are written for the teacher or
the pupil. Most of the countries examined word the statements for the teacher. For example, in
Australia, there are paragraphs that begin such as ‘By the end of Year 1, students identify and
describe important dates and changes in their own lives...”. A similar model is employed in
Singapore. In Scotland, on the other hand, the statements called ‘experiences and outcomes’ are
worded for pupils and list how pupils’ learning is expected to progress through each of the five
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levels. However, Scotland has also recently provided benchmarks for Social Studies that are used ‘to
support practitioners’ professional judgment of achievement of a level.” While the experiences and
outcomes are worded for the pupil, e.g., ‘l can investigate a Scottish historical theme to discover
how past events or the actions of individuals or groups have shaped Scottish society’, the
corresponding benchmarks are worded for the teacher, e.g., ‘Describes at least two ways in which
past events or the actions of individuals or groups have shaped Scottish society.” In British Columbia,
the core competencies are written from a student’s perspective, although the curricular
competencies are intended for the teachers. An example of a core competency statement is, ‘l ask
and respond to, simple direct questions’. Wording the statement for pupils may make it more
meaningful for them to assess their own development and learning, although arguably it is critical to
ensure that the words used within the phrases (e.g., identify, explore) are understood by students.

As a final point, it is critically important to read curriculum documents in full as the advice listed next
to the progression steps may have an important impact on how the statements themselves should
be interpreted and used. For example, see Table 9 below for advice on ‘Planning learning, teaching
and assessment using the Benchmarks’ that is listed in the latest Benchmarks for Social Studies from
Scotland (March, 2017). It is made explicitly clear that the ‘benchmarks’ that represent students’
progression of learning should be used in a formative and pedagogical way and not be reduced to a
tick box exercise. These benchmarks are listed alongside the ‘experiences and outcomes’ specified
for Social Studies.

Table 9. Scotland: Planning learning, teaching and assessment using the Benchmarks

KEY MESSAGES — WHAT TO DO KEY MESSAGES — WHAT TO AVOID

e Use literacy and numeracy Benchmarks to | ® Avoid undue focus on individual
help monitor progress towards Benchmarks which may result in over-
achievement of a level, and to support assessing or recording of learners’
overall professional judgement of when a progress.
learner has achieved a level.

e Become familiar with other curriculum e Avoid the requirement to spend time
area Benchmarks over time. collating excessive evidence to assess

learners’ achievement.

e Use Benchmarks to help assess whether e There is no need to provide curriculum
learners are making suitable progress level judgements in all curriculum areas
towards the national standards expected — stick to literacy and numeracy.
and use the evidence to plan their next,
challenging steps in learning.

e Discuss Benchmarks within and ¢ Do not create excessive or elaborate
across schools to achieve a shared approaches to monitoring and tracking.
understanding of the national standards
expected across curriculum areas.

e Do not assess Benchmarks individually.
Plan periodic, holistic assessment of
children’s and young people’s learning.

e Do not tick off individual Benchmarks.
Education Scotland Benchmarks Social Studies March 2017 (p. 4) [retrieved from
https://education.qgov.scot/improvement/Documents/Social%20StudiesBenchmarksPDF.pdf]
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A Note about Religious Education

As noted already, none of the humanities or social studies frameworks reviewed included religious
education. In Scotland, social studies and religious education are separate areas of the curriculum.
Some points relevant to provision in Wales are afforded by an examination of the frameworks for
religious education in Scotland.

There are two frameworks: Religious and Moral Education (RME) (for use in non-denominational
schools) and Religious Education in Roman Catholic Schools (RERC). These have the same legal status
as the other curriculum frameworks. It is notable that documentation in this area shows similarities
or parallels to the documentation in the other curricular areas in Scotland.

Structure of the Curriculum Frameworks

The analysis above of the Scottish Social Studies framework is equally applicable to the two religious
education frameworks, with the exception, of course, that religious and moral education (or, as
appropriate, religious education) forms one integrated area of the curriculum

What Matters

What matters is defined both through the statements of Principles and Practice papers and through
the five level statements of Experiences and Outcomes.

The RME Principles and Practice paper refers to the importance of developing learners’ knowledge
and understanding, skills and dispositions, including:

o explore and develop knowledge and understanding of religions, recognising the place of
Christianity in the Scottish context

e jnvestigate and understand the responses which religious and non-religious views can
offer to questions about the nature and meaning of life

e develop respect for others and an understanding of beliefs and practices which are
different from their own

e explore and establish values such as wisdom, justice, compassion and integrity and
engage in the development of and reflection upon their own moral values

e develop the skills of reflection, discernment, critical thinking and deciding how to act
when making moral decisions...

The parallel statement in the RERC Principles and Practice paper has similarly wide-reaching aims,
including:

e develop their knowledge and deepen their understanding of the Catholic faith

e jnvestigate and understand the relevance of the Catholic faith to questions about truth
and the meaning of life

e highlight, develop and foster the values, attitudes and practices which are compatible
with a positive response to the invitation to faith

e develop the skills of reflection, discernment, critical thinking, and deciding how to act in
accordance with an informed conscience when making moral decisions...

This commitment to developing a range of educational outcomes is not reflected in the structures of
the Experiences and Outcomes, structures which could be described as content based. Within RME
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there are three major organisers: Christianity: World Religions; Development of Beliefs and Values;
the first two of these each have sub-strands: Beliefs; Values and Issues; Practices and Traditions. The
RERC Experiences and Outcomes are structured under two main headings: Catholic Christianity;
Other World Religions; the latter has the same three part substructure as the parallel RME organiser
while Catholic Christianity has eight sub-strands such as In the Image of God, Son of God, Signs of
God, Hours of God. In both RME and RERC all organisers and almost all sub-strands extend across all
five curriculum levels.

While the structure may appear to be content defined, the statements of experiences and outcomes
refer to a breadth of learning experiences. RME statements frequently use such phrases as: through
reflection and discussion, through investigating and reflecting, | can describe, | can explain, | can
express reasoned views, | can show my understanding, | can apply my developing understanding,
which together imply a range of knowledge, skills and dispositions. There is a similar implication in
the use in the RERC experiences and outcomes of such phrases as: | have explored, | have reflected, |
can describe, | can identify, | can confidently express.

Conceptualisation of Progression

Progression is structured across five levels from the early years from age 3 to the end of broad
general education at age 15. In general, the approach taken is one in which learners engage at
deeper levels of sophistication with more complex content. The choice of verbs at different levels
suggests an implicit use or at least influence of a taxonomy such as Bloom’s. An example from RME: /
am becoming familiar > | can describe > | can show my understanding >I can explain > | can express
reasoned views. This may be less the case in RERC but there are examples such as: | have examined >
I can reflect > | have explored > | have researched.

Statements, particularly in RME, often include such qualifiers as some, increasing, developing, or key,
which may be open to varying interpretation.

It is notable that the RERC document often includes the word how in such statements as: | have
explored the belief that the Holy Spirit inspires and empowers the Church to fulfil its prophetic and
missionary role in our world today. | have researched into situations which bear witness to this. | can
describe how | and others can contribute to this work. These typically link understanding with action.

Form of Progression Statements

As in all of the Scottish curriculum statements of experience and outcomes are first person pupil
statements. It is notable that in the RME example, the number of statements tends to increase
through the level; this is typical in RME. This is not the case in RERC although statements there tend
become longer and more complex as learners progress through the levels. Examples are provided in
Additional Document 5.
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Humanities: Research Review

Introduction
Successful Futures describes the Humanities as providing:

‘fascinating contexts for children and young people to learn about people, place, time and
belief. It will give them an understanding of historical, geographical, political, economic and
societal factors and provide opportunities to engage in informed discussions about ethics,
beliefs, religion and spirituality. Children and young people will learn to consider how these
different factors interrelate, and develop an understanding of themselves and other people,
their own locality, Wales and the world in a range of times, places and circumstances.’
(Donaldson, 2015, p. 46).

This review focuses on evidence related to progression in learning across the Humanities and within
each of the major subject areas: History, Geography, Religious Education and Civics.

Progression in the Humanities

Progression is a development towards a more advanced state; learning by its very nature is
progression (Heritage, 2008). A curriculum with learning at its core should therefore be structured to
show how understandings, skills and capacities typically progress and develop. A list of standards or
catalogue of outcomes can inhibit pedagogy and weaken assessment by directing focus on content
delivery, whereas a curriculum moulded on an evidence-based model of the paths through which
learning typically proceeds helps teachers to set aims and plan for teaching and informs formative
assessment (Black et al., 2011). Using models of progression, teachers (and learners) can assess
where learners currently are within their trajectories of learning and make pedagogical decisions
about where they need to be supported to go next (Black et al., 2011; Heritage, 2008).

Progression in learning within the Humanities area has unique features. Brant, Chapman and Isaacs
(2016, p. 72) note:

‘Unlike mathematics or science where the subject content intrinsically gets more complex, in
the social studies it is possible to ask students to address the same question — for example,
“What were the causes of the First World War?” or “What are our responsibilities as
citizens?” — at ages 10 and 18 and expect qualitatively different answers.’

The Humanities AoLE is tasked with creating progression maps that are evidence-based, co-
developed by teachers, tried out within schools and suitable for the Welsh context. This context-
specific approach is supported by research.

‘... resulting schemes of progression can vary between cultures and can be changed by
innovations in teaching. Given this variation, an overall aim of research on learning
progressions might be to produce methods—with examples—to explore the particular learning
progressions that emerge in any one context rather than to arrive at an ideal map of
progression to which pedagogy should conform in all contexts.” (Black et al., 2011, p. 72)
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Research can highlight potential advantages and disadvantages of different approaches to modelling
progression. For example, a review of Social Studies in six countries that perform well on PISA
(Australia, Canada, China, Finland, Japan and Singapore) examined the extent to which the social
studies subjects are taught separately or together, the balance between concepts and skills, the
balance between teacher-based assessment and external assessment and, notably, how progression
is defined (Brant, Chapman & Isaacs, 2016). The authors (p. 72) summarise four different approaches
to modelling progression within Social Studies, noting some of the challenges to be aware of when
using each approach:

e Modelling increasing challenge in terms of ‘generic cognitive objectives’ similar to Bloom’s
taxonomy; this essentially ‘contentless’ strategy may have the disadvantage of ignoring the
relationship between essential aspects of the content and ignoring domain specific
dimensions.

e Modelling subject-specific concepts such that the student is mastering the concepts and
processes that embody disciplinary thinking (VanSledright, 2011, cited in Brant et al., 2016);
this may have the disadvantage that competencies (e.g. using evidence) are not unique to
social studies.

e Modelling by beginning with content similar to a ‘core knowledge’ approach (Cain &
Chapman, 2014, cited in Brant et al., 2016); this may have the disadvantage of taking an
aggregated rather than integrated approach.

e Modelling the equal importance of knowledge ‘as body and form’, for example using models
of ‘historical literacy’ (Lee, 2005, 2011, cited in Brant et al., 2016).

This review merits further consideration by the Humanities AoLE.

The UK Geographical Association (2014) also proposes several different approaches to modelling
learning progression, based on Rawling’s (2008) work:

e Increasing breadth of study

e Wider range of scales studied

e Greater complexity of phenomena studied

e Increasing use made of generalised knowledge about abstract ideas

e Greater precision required in undertaking intellectual and practical tasks

e More mature awareness and understanding of issues and of the context of differing
attitudes and values in which they arise.

Rawling’s (2017a) report The Welsh Curriculum Review considers the advantages of developing a
curriculum framework for the humanities based on recognition of big ideas (concepts and
skills/processes). This report explains that big ideas are necessarily stated in broad terms (e.g. place,
time, continuity and change, environmental interaction), representing the fundamental areas of
knowledge and understanding that lie at the heart of subjects like History and Geography and make
them distinctive. In order to recognise progression using the big ideas approach, it is necessary to
make a selection of more detailed content providing the context within which pupils’ understanding
of big ideas can develop. Given a context, it is then possible to identify progression strands in
relation to each big idea and each aspect of the skills. These will be the basis for recognising the
progression steps and planning assessment. Rawling asserts that the strength of this approach is that
‘assessment can be designed in relation to how much progress has been made towards
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understanding that idea or showing competence in the context of the set content, rather than
merely assessing pupils’ knowledge of more content’.

In her Commissioned Work on the Geography Curriculum (Rawling 2017b), the author took this
approach and set out progression in outcomes for pupils’ learning for the big ideas of place, space,
environment and geographical enquiry, for each age range within the progression steps and for a
chosen selection of content suitable for the Welsh geography curriculum.

There is a wide range of ways to model progression; there is a need for balance between content
and skills, depth and breadth, logical order of different concepts to be learned and increasing
sophistication within each concept, and the extent of flexibility across contexts. Sequencing content
to be learned is distinct from progression of learning unless that content is specifically linked to a
learning roadmap. A further issue for consideration is the extent to which learning progressions in
Humanities are intertwined with progressions in other AoLEs, such as Science & Technology or
Health & Wellbeing.

History

Some key themes emerge from research on progression in history. Foremost is that relatively little
empirical evidence is available on understanding the progress of pupil understanding of historical
concepts. While the work of Lee and Shemilt (2003) is arguably the gold standard in this regard,
some of the ideas may be incompatible with the proposals in Successful Futures, not least the
requirement for progression steps at regular intervals.

One key theme that appears in a number of studies is that understanding of ‘progression’ in history
has moved from being primarily based on knowledge acquisition towards being based on ‘thinking
skills’. For example, Colyer (2012) points to ‘The Historical Thinking Project’ in Canada, which
proposes that 6 thinking concepts:

e  establishing historical significance

e using primary source evidence

e identifying continuity and change

e analysing cause and consequence

e taking historical perspectives

e understanding ethical dimensions of History

should be used as a framework for progression. These ‘thinking concepts’ may be regarded as similar
to big ideas in history, though their broad focus may be more akin to skills rather than ideas.

The theme of creating categories against which progression can be shown is also noted by Hawkey
et al. (2015) who cite work within a school that created a system within which progression is
assessed in terms of knowledge and five categories of understanding:

e  causes
e change and continuity
e significance

e interpretations

e source enquiry.
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This implies that a framework of categories can be used to assess progression though the author
states that mark schemes need to be created for individual pieces of work in order for progression to
be measured.

Perhaps the most relevant body of literature regarding the current situation in Wales is the literature
that tracks the ‘life after levels’ development in England. According to Brown and Burnham (2014),
the level system in England (and Wales) has two major problems: 1) they are built on the assumption
that pupils reach an equal level of development in all aspects of a topic at the same time and are
therefore judged to be working at a single level for many concepts and skills at once; and 2) the level
system has been broken down into sub-levels in order to provide evidence of short term progress.
Lee and Shemilt (2003) argue that the level system was never designed as a model for progression as
it does not identify key shifts in learner understanding. Furthermore, the authors note that the
‘levels’ can be restrictive since words like ‘evaluate’ occur only in the higher levels although, in
reality, learners can ‘evaluate’ at earlier levels. This final point would seem to be particularly
important when considering levels based taxonomies such as Bloom’s as the assumption that one
level (e.g. evaluation) is inherently more advanced than another (e.g. understanding) may be flawed.

Much of the international work seems to be several years behind that in England and Wales in terms
of developing an agreed framework of progression. Developments in England following the abolition
of level descriptors in 2014 offer perhaps the most useful lessons. The importance of mark schemes
and progression models for specific pieces work is a recurring theme. Kennet and Fletcher (Hawkey
et al., 2015) provide a useful example of a framework in this context; this may be too specific as a
model of progression steps but could be a useful example of what schools could develop within the
national framework. The language used within any framework should not reflect possibly flawed
assumptions about increasing complexity within a taxonomy-based system.

An example of a progression model from Lee and Shemilt (2003) regarding the use of ‘evidence’
within history is provided in Figure 7 (reading from top to bottom).
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Figure 7: An example of a progression model from Lee and Shemilt (2003)

Figure 5: Progression in ideas about evidence

-
Pictures of the past

The past is viewed as though it were the present, and students treat potential evidence as if it
offers direct access to the past. Questions about the basis of statements about the past do
not arise. Stories are just stories.

-
Information

The past is treated as fixed and known by some authority; students treat potential evidence
as information. Given statements to test against evidence, students match information or
count sources to solve the problem. Questions arise about whether the information offered
is correct or incorrect, but no methodology is attributed to history for answering such
questions beyond an appeal to books, diaries or what is dug up. These, although sometimes
seen as being connected with the past, provide transparent information that is either correct
\_or incorrect.

4 N
Testimony

The past is reported to us by people living at the time. Like eyewitnesses today, they do this
either well or badly. Questions as to how we know about the past are regarded as sensible:
students begin to understand that history has a methodology for testing statements about
the past. Conflicts in potential evidence are thought appropriately settled by deciding which
report is best. Notions of bias, exaggeration and loss of information in transmission
supplement the simple dichotomy between truth-telling and lies. Reports are often treated
|_as if the authors are more or less direct eyewitnesses: the more direct, the better. )

Scissors and Paste

The past can be probed even when no individual reporter has told us truthfully or accurately
what happened. We can put together a version by picking out the true statements from
different reports and putting them together. In one student’s words: ‘You take the true bits
out of this one, and the best bits out of that one, and when you've got it up, you've got a
picture.” Notions of bias or lies are supplemented by questions about whether the reporter
\is in a position to know.

T N
Evidence in isolation

Statements about the past can be inferred from sources of evidence. We can ask questions
of sources that they were not designed to answer, so that evidence will bear questions for
which it could not be testimony. Many things may serve as evidence that do not report
anything. (Nineteenth Century rail timetables were not constructed for the benefit of
historians.) This means that historians may ‘work out’ historical facts even if no testimony
survives. Evidence may be defective without questions of bias or lies. Reliability is not a
fixed property of a source, and the weight we can rest on any piece of evidence depends on
what questions we ask of it.

N (
A

Evidence in context

A source only yields evidence when it is understood in its historical context: we must know
what a source meant to those by and for whom it was produced. This involves the
suspension of certain lines of questioning and a provisional acceptance of much historical
work as established fact (a known context). We cannot question everything at once.
Contexts vary across time and place and thus a sense of period is important.

Geography

A key message from research appears to be that progression in geography is difficult to determine.
However, there is some support for identifying ‘domains’ in which progress can be identified and
tracked, which moves beyond a curriculum that merely prescribes content. For example, Wertheim
and Edelson (2013) refer to ‘key geographical practices’ which are essentially skills that a ‘good
geographer’ would develop (e.g. posing geographical questions or communicating geographical
information). Hopkin and Weedon (2014) note ‘domains of geographical knowledge’ (contextual,
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understanding, and procedural) and imply, without specifying details of content, that subject
content should also be key. These attempts at categorising geography into areas for progression
would seem consistent with the level system that is currently used in Wales in which geography is
divided into ‘Locating’, ‘Understanding’, ‘Investigating’ and ‘Communicating’. It is interesting that
within these domains for progress both knowledge and skills are evident, though not always
considered in tandem. Bennetts (2005) helpfully distinguishes ‘sequence’ from ‘progression’:

‘Sequence, in the context of the curriculum, is essentially about the order in which content
and activities are introduced and organised... progression in learning is not an inevitable
outcome. Progression focuses attention on the quality of students’ learning... Although it can
be applied to different time scales, the idea becomes especially pertinent when applied to
long periods, during which students’ cognitive abilities, depth of understanding, and
development of value systems are affected by maturation processes, as well as by
experience.” (p. 113)

Mufiiz Solari et al. (2017) argue that geographers can and should learn from approaches to
articulating progression developed by their colleagues in the field of science. In particular they note
the possibilities afforded by models which simultaneously describe progression in terms of two
dimensions or axes, one of content and the other of such processes as enquiry and reasoning.
Interestingly, they note that the granularity of each of these may differ: typically conceptual
progression will be described in finer-grained detail than progression in reasoning or argumentation.
They express concerns (p. vii) that

‘[if] learning progression is an attempt to meld the relationship between knowledge and
thinking in a process of making evidence-based explanations, there is very limited empirical
research on whether such a tool, developed for a relatively ‘vertical’ science such as biology,
will be useful for investigations of learning processes in relation to geographical subject
matter, such as urban environments, cultural landscapes, social justice, or economic
interdependence. These and many other topics do not constitute a clear hierarchical
arrangement (progression) of knowledge that may constitute a prerequisite for reaching
more complex levels of conceptual understanding and higher cognitive thinking.’

Bennetts (2005) recognises that the nature of ‘geography’ has changed greatly over time and that
the geography curriculum draws on several disciplines (e.g. geology, ecology, sociology, economics)
and that lists of key concepts in geography curricula often lack any clear selection rationale. Having
considered various approaches to defining progression (e.g. Bloom’s and SOLO taxonomies,
behaviourist hierarchies, conceptual structures in geography as an academic discipline), the author
concludes that progression in learning can be best described in terms of dimensions such as
complexity, abstraction, precision, making connections and developing structures, and breadth of
context.

Some research provides a clearer focus on progression within domains. Thus, Hopkin and Owens
(2015) cite the Geographical Association’s (2015) ‘dimensions of progress’, which seem to promote
an increasing depth of engagement with geographical issues and skills: for example, a learner
progresses by moving from the ‘concrete’ to the ‘abstract’ or by increasing the range and accuracy of
investigative skills. It would seem logical therefore, that if content and/or skill ‘domains’ are to be
identified, then a clear reference to the actual progression within these domains is key.
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Mohan et al. (2015) argue that the first step in developing a learning progression is to define the
domain by drawing on existing work in the field, both research and practitioner informed. The size
and complexity of a domain is very likely to allow for several learning progressions through it, each
with a different focus (in terms of different aspects of content and/or skills and the balance between
concepts and skills). However this is not the result of random choice: each learning progression will
represent a journey from novice to expert and will have a lower and an upper anchor; the lower
anchor represents emerging knowledge at entry and the upper anchor the expectations held by
society for a young person at the end of schooling. The authors argue that both the lower anchor
and progression between that and the upper anchor must be informed by classroom research into
children’s actual learning. Further they argue (p. 13) that within a domain (e.g. ‘spatial thinking’)
geographers will employ ‘a set of fundamental constructs and practices that encompass a great deal
of spatial thinking more broadly (e.g., location, direction, distribution, scale, hierarchy)’. To map a
progression framework it is necessary to identify constructs that are both used in this way and that
are measurable. These then act as ‘progress variables’). Figure 8 (Mohan et al. p. 14) illustrates the
development of progress variables (items in the left hand column) across stages of learning; these
would then be employed within specific learning progressions in the field of spatial thinking (e.g.
Spatial Aspects of Conflict).
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Figure 8: p. 14 Mohan, I., Mohan, A. & Uttal, D. (2015) Research on Thinking and Learning with Maps
and Geospatial Technologies

Table 2. Synthesis of the progression of spatial concepts ages 3-12. Modified from Mohan and Mohan (2013).
Reprinted with permission from National Geographic Society.

Studies of Interest: Golledge, Battersby, and Marsh
2008a; Mix 190%9; Rousselle, Palmers, and Nosl
2004

Spatial Student Understandings and Possible Mi: ptions and Chall

Concepts Ages 3-6 (Pre-K through Grade 1) Ages 7-9 (Grades 2-4) Ages 10-12 (Grades 5 and &)
Students in this age group can typically identify Students can accurately locate places and Students need to be primed to
places on maps, landscape features on maps and landscape features on a map, but perform use all the resources available
aerial photographs, and can locate familiar places on better with familiar locales as oppesed to to determine locations, and
maps. While children at this age can identify places, foreign locales. Map alignment issues also encouraged self-explanation of
they may be limited by wocabulary development. Stu- improve at this age. However, students decisions, to cue thinking more
dents might also use landmarks as a way to identify inconsistently use landmarks to verify about landmarks, distances,
where places or items are lecated on a map, but locations. and directions. Students do not

Identity and they can easily confuse locations on maps if the map Studies of Interest: Blaut and Stea 1871 readily use map scales, metric

Location is not well aligned to their real world. Golledge, Battersby, and Marsh 2008a; distances, or cardinal directions
Studies of Interest: Blades and Spencer 1090; Kastens and Liben 2010, 2007 to help determine locations, but
Blaut and Stea 1874, 1871; Blaut, Stea, Spencer, can do so if prompted during
and Blades 2003; Bluestein and Acredolo 1979, instruction. Accuracy on these
Diowns, Liben, and Daggs 1988; Huttenlocher, New- tasks is better for familiar places
combe, and Vasilyeva 1209; Liben 2008; Liben and and becomes less accurate for
Downs 1803; Presson 1082; Sowden, Stea, Blades, maore foreign or large-scale tasks.
Spencer, and Blaut 1928 Studies of Interest: Blaut and

- y Stea 1971; Golledge and Stim-

Smdr?-ms segmm innately understand _m:agnnude son 1897- Liben 2008: Liben and
of chjects (bigger, smaller), but they might confuss Downs 1093; Tretter et al. 2006
the size of an cbject with the number of objects

Magnitude (Mumeresity).

Distance and

Understand relative distance, such as near, far, next
to, and can begin using relative direction on maps,
such as navigating mazes. Struggle with knowing
which way to “hold a map” and easily get confused
if it is nat aligned to the real world: Students also do
nat intuitively think about distances without being

This is a transition pericd between topolog-
ical (e.g., near, far) concepts of distance to
metric measurements; by 4th grade, stu-
dents should readily use metric distances.
They will still need guidance to fransition
‘to metric measurements though. Students

Direction prompted to do so. alsa frequently use landmarks and relative
Studies of Interest: Blades, Sowden, and Spencer direction, but some ready to leamn cardinal
1865; Blades and Spencer 1887; Liben 2008:; Liben directions.
and Downs 1983; Rutland, Custance, and Campbell Studies of Interest: Kastens and Liben
1893 010
Children at this age view the world from an egocen- Students can begin to understand grid
tric frame of reference (i.e.. how they see the warld systems (coordinate system) and begin
Frames of rathier than how amather perspective might see it, leaming absolute location. Students might
Reference such a bird fiying over a house). get distracted by features that are not useful
and Perspec- Studies of Interest: Newcombe and Frick 2010; and neglect useful features on maps.
tive Taking MNewcombe and Huttenlocher 2000; Studies of Interest: Bell 2000; Liben 2008:;
Kastens and Liben 2010; Newcombe and
Frick 2010
Students at this age can handle scale betier using
smaller, familiar spaces, such as a classroom.
Students do not have a systematic way to handle
Scale scale- they cannot move between scales easily, such
as the size of the school in real life v. the size of a
school depicted on a map.
Studies of Interest: Liben 2008; Uttal 2000
Abstract, unrelated symbols are not understood well During this age, students transition between Students can use abstract
at this age level. Students might also confuse the iconic real-world symbols to abstract sym- symbaols and understand symbols
colors used on representations and expect those col- bols, but they still make significant emors; do not always “look like” the
Symbols ors io be the same in the real-world (2.g., a red road explicit guidance needed on what symbaols referent.
on a map should be red in real lifie). mean. Studies of Interest: Golledge,
Studies of Interest: Liben 2008, 2008; Myers and Studies of Interest: Golledge, Battarsby, Battersby, and Marsh 2008a;
Liben 2008 and Marsh 2008a; Liben 2000, 2008; Myers Liben 2008, 2008; Myers and
and Liben 2008 Liben 2008
Concept of hieranchy (or nesting) is not well
established innately with this age group.
Hierarchies but can passibly be introduced with close
guidance,
Studies of Interest: Lowes 2008
About half of all Gth grade
students incidentally understand
the concept of overlay without
formal instruction Guidance using
map overlays can likely improve
Overlay student success. Students can
and Other also move ono w'.‘pl'?'x s.paﬂaj
concepts such as distribution,
Cumplex patterns, overlays, and projection
Spatial Tasks

with support if mastery of the
basic spatial concepts of location,
distance, direction, boundaries,
regions achieved.

Studies of Interest: Battershy,
Gaolledge, and Marsh 2006
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Hopkin and Weedon’s (2014) criticisms of the current level system in England and Wales are relevant
to consideration of progression: levels have too often been used against specific pieces of work, in
effect creating a series of mini summative tests which are not formative (as they tell learners where
they are, not what needs to be done to improve); and levels are sub-divided to produce ever more
detailed evidence of progression, in a process based on arbitrary information rather than real
understanding of progression. Lambert (2011) raises a further issue: the actual understanding (and
perhaps even the actual relevance) of the level descriptors is questionable. Lambert cites the
difficulties that teachers have in identifying work to exemplify certain levels, implying an uncertainty
about what constitutes a level (and therefore arguably progression). Despite these criticisms, Hopkin
and Weedon (2014) note that the level system provides a ‘rough hewn’ language for progression
that is useful for professional dialogue, implying that such a system is productive if it is used as a
guideline for discussion about progression rather than as a tool for accurately measuring learner
progress. In terms of ‘life after levels’ in England, Hopkins and Weedon (2014) caution against an
approach that is based on ‘Blocks of Knowledge’ as this can prevent both a focus on progression in
skill development and synthesis between themes. This seems to indicate that any future framework
should be based on underlying ‘big ideas’ that can be tracked across topics and year groups, perhaps
echoing the notion that domains for progress should be identified.

It is worth referring to the potential of ‘learning progressions’, as outlined by Huynh et al. (2015); the
authors describe how learning progressions can be developed through tracking the actual
development of thinking/learning during a sequence of learning or topic. The authors refer to work
that has been ongoing in science and mathematics and to some early work on map skills and GIS
within geography education. The premise of these ‘learning progressions’ is that they allow the
teacher to understand the ways in which learners progress in their thinking/skill development in
order to track progress. This would seem to have the potential to produce evidence based learning
progressions which would act as a usable version of level descriptors and would support a genuinely
formative process of checking current attainment against a known progression and the setting of
targets for improvement. This may be a positive alternative to the current level system that is a
‘blunt system on which to base week to week marking’ (Lambert, 2011, p.24). However, it should be
noted that such progressions are extremely complex (taking 2-3 years to produce) and that a large
number of these may be needed in order to cover ‘big ideas’ within any curriculum subject.

Kerawalla et al. provide a different type of example of the development of learning progressions
through classroom focused research. This took the form of a case study of a class of 12 to 13-year-
old learners who were using nQuire, a Web-based tool to support them through the processes of
inquiry on learning within a single topic (microclimates). The research focused not only on the
development of content learning but on how the tool supported the development of inquiry skills.

The UK Geographical Association provides a list of further reading on progression which is worth
exploring: http://www.geography.org.uk/download/GA PRMGHProgressionFurtherReading.pdf

Religious Education

Religious Education (RE) contributes to pupils’ academic and personal development and plays a key
role in promoting social cohesion, respect and empathy, which are important in a diverse society
(Ofsted, 2013). To fulfil this, a clear understanding of what is meant by progression within the
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subject is needed. In the past, curriculum planning and assessment has often focused more on
sequencing the content to be covered and less on how children become better learners of religious
education, i.e. progression. This can result in repetition of content rather than developing
understanding of knowledge and concepts of religious education. Whilst progression in learners’
concept development is important, there is also a need to consider learners’ RE skills.

The Review of the National Curriculum in England (2010-2014) was highly critical of the previous
levels-based system. Best-fit judgement failed to recognise major gaps in children’s knowledge and
contributed to superficial coverage of the curriculum because the levels-based system encouraged
learners to move on to new content without secure grasp of key areas. New guidance, ‘Assessment
and Progression in Religious Education’ (NCFRE, 2016), provides information on assessing progress in
RE in a context that has moved beyond levels, presenting a new progression model for RE which
integrates positive aspects of previous models and balances knowledge and skills. Levels were
removed to encourage new assessment models focused on learning ‘fewer things in greater depth’.
However, this may imply a reduction in the number of key RE concepts to be covered. This guidance
aims to help teachers make day-to-day judgements about progress focusing on assessing rich, deep
learning and understanding of key knowledge in RE; it is important to ensure progression in both
‘knowledge’ (key ideas or concepts in religions and belief) and ‘skills’ (skills need to handle ‘religious’
materials — questioning, interpreting, analysing, evaluating). Dimensions such as:

e extending vocabulary from the ‘familiar to the unfamiliar’

e moving from the concrete to the abstract

e  recognising divergences of opinion about and the controversial nature of religion and belief
e increasing the range and sophistication of questioning and investigative skills

e advancing students’ ability to select and apply skills with increasing independence

should be embedded within progression in RE. Teachers may benefit from a framework that
balances specificity with generalisation and prescription with teacher freedom.

The aims and/or objectives of the curriculum (e.g. the Four Purposes [Donaldson, 2015]) and cross-
curricular responsibilities should be considered when planning for progression; the risk should be
recognised that too much emphasis on these may lead to inaccuracy in mapping progression of
learners’ attainment in RE (Robertson et al., 2017).

When considering the ‘big ideas’, ‘areas of enquiry’ and ‘concepts’ in RE, there is a need to identify
the overarching ideas that pupils should encounter that will enable them to engage with and
understand the power of religion and belief in people’s lives, i.e. the ‘big ideas’ about life, death,
human behaviour and identity. Using the big ideas/areas of enquiry in planning provides a clear
structure for pupils to revisit elements and build on previous achievements. A spiral curriculum can
be planned so that pupils can deepen their knowledge and understanding of the traditions being
studied, e.g. by examining a familiar story from perspectives that differ in level of sophistication.

Progression may be considered at three levels: day-to-day, medium term and long term. For
example, progress can be shown on a day-to-day basis through formative assessment strategies such
as better questioning, feedback, and effective self- and peer-assessment (Black and Wiliam, 1998).
Thought-provoking and challenging questions can guide students in their study of religion (Grant &
Matemba, 2013). Inspection evidence notes that in the best RE practices, assessment foci, criteria
and approaches are clear and applied consistently (Catling, 2017). A variety of assessment
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opportunities (e.g. end of unit project) may be used in the medium-term to identify broad progress,
identify curriculum targets and monitor progress towards expected benchmarks. These can focus on
the extent to which pupils can apply skills, link ideas together and move from the particular to the
general, thus demonstrating their progress as RE thinkers. Bloom’s taxonomy may be useful in
improving questioning for assessment but should not be used to devise a new tyranny of levels
(Brine, 2016).

Progression in RE is rarely linear and an approach based on a series of ‘blocks of content’ provides
few opportunities for skill development or for synthesis through linkages between themes or areas
of learning. Progression in RE should include opportunities for learners to revisit concepts and skills
as and when appropriate (Catling, 2017), thus reflecting a spiral rather than a linear progression.
Teachers need to plan teaching so that intrinsic and contested issues such as values can be assessed.
RE should not remain at lower levels of cognitive demand (e.g. describing), but should ‘raise the bar
in teaching and assessment so that students are able to discover, critique, demonstrate, challenge
and so on as emphasized in the CfE [Curriculum for Excellence]’ (Grant & Matemba, 2013, p. 11).

RE needs to retain its distinctiveness while simultaneously making meaningful links to all other
aspects of learning. Robertson et al. (2017), writing of experience in Scotland, note the importance
of the development of the whole person in any curriculum and express caution: whilst progression
grids and exemplar materials provide support in recognising achievement of a level in Religious and
Moral Education, ‘perhaps due to the emphasis placed on the ‘responsibilities of all’ and other
curricular areas, accurate mapping of learners’ achievement and attainment in RME remains in its
infancy’. To do this effectively would involve the totality of learners’ experiences across the whole
curriculum. The authors stress that narrowing the curriculum or unduly stressing aspects of one part
over another may narrow learners’ experience.

Civics

Civics education is critical since democracies cannot survive without citizen participation (Sherrod,
Flanagan & Youniss, 2002). Civics education not only involves understanding government, history,
law and democracy but also learner engagement in discussions of current events (locally and
globally), service learning, involvement in schools and communities and simulations of democratic
processes and procedures; deep learning can help promote civic outcomes and strengthen a
country’s democracy (Levine and Kawashima-Ginsberg, 2015). The authors point out that requiring
students to pass a standardised test on civics is superficial and has little impact on students’ learning
about civics or how to behave as citizens.

Civics education currently tends to focus on increasing content knowledge rather than on the critical
development of skills and dispositions (Levine & Kawashima-Ginsberg, 2015). Knowledge about
government systems, including knowing one’s rights and responsibilities (Sherrod, Flanagan, &
Youniss, 2002), is necessary for civics engagement but insufficient (Jansen, 2011). Students need
organisational, communication and leadership skills, verbal and composition competency, the ability
to listen to others who have different experiences and opinions and the necessary resources,
agency, and self-confidence to exercise their civics skills in public (Sherrod, Flanagan & Youniss,
2002; Verba, Schlozman, & Brady, 1995, cited in Jansen, 2011; Wilkenfeld, Lauckhardt & Torney-
Purta, 2010). While researchers have proposed a set of understandings, skills, and capacities for
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civics engagement, it is less clear how these elements relate to one another and whether they need
to be learned in a particular order or whether each skill itself contains a learning trajectory.
Unfortunately, there is a dearth of empirical literature on progression in civics learning, motivating
the need to develop and test models of progression.

Developmental theory is relevant to progression in civics education because understanding the
cognitive, social, and moral development of children has implications for the appropriate order or
increasing complexity of skills and understandings necessary to become a citizen. For example, a
young child who thinks concretely would tend to view a ‘good citizen’ as obedient and law-abiding,
while an adolescent with the capacity and emotional maturity to think abstractly will have
developed a more sophisticated understanding that responsible citizens should be critical of the
status quo and not blindly follow laws (Sherrod, Flanagan, & Youniss, 2002). A review by Wilkenfeld,
Lauckhardt and Torney-Purta (2010) provides examples of how developmental theories may inform
civic development. Selman’s theory of role taking and social awareness (Selman, 1981, 2003, cited in
Wilkenfeld et al., 2010, p. 202) may help identify and refine competencies needed in the political
domain. Similarly, Sherrod et al. (2002) suggest that more work is needed to understand the
developmental precursors necessary for political engagement. These authors (p. 270) pose the
following questions on citizenship that may inform a progression framework for civics education:

‘When does it need to begin? What early experiences can contribute? Are there
developmental windows for achieving maximal impact?... How do different experiences at
different ages have different effects?... On what abilities does it rest? What abilities does it
promote?’

Watts, Griffith and Abdul-Adil (1999) provide a theory of socio-political development, also cited in
the Wilkenfeld et al. (2010) review. The Watts et al. (1999) model (Figure 9), proposes five stages of
socio-political development moving from being oblivious to social inequity, through becoming more
aware of inequity and understanding processes that maintain inequity in society, to finally being
strongly motivated to take action to improve society and reduce inequity and oppression. This model
was developed within the context of African American oppression within the United States but could
be applied to other contexts. These stages may provide a broad understanding of the steps students
take as they become more politically involved; however, it does not describe the specific skills and
conceptual knowledge needed to move from one stage to another.
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Figure 9

Table I. Stages of Sociopolitical Development and Their Associated Coaching Questions

Stage of Sociopolitical Development

Key Action Concepts for Enhancing
Critical Consciousness

Acritical stage: Resource asymmetry is
outside of awareness, or the existing
social order is thought to reflect real
differences in the capabilities of group
members. In essence, it is a “‘just
world” (Rubin & Peplau, 1975).

Challenge internalized oppression: What
contributions have African Americans
made to the U.S. and the world? Critical
thinking on class and race inequity: Why
can’t kids in this (impoverished all-
Black) school take their books home
when kids in other (affluent White)
schools can?

Adaptive stage: Asymmetry may be
acknowledged, but the system
maintaining it is seen as immutable.
Predatory, antisocial or accommodation
strategies are employed to maintain a
positive sense of self and to acquire
social and material rewards.

Encourage critical thinking about
socialization agents and psychic
alienation: What do rap videos tell us
about Black men and their lifestyles?

Decision-making and values clarification:
What's the connection between choices
of lifestyle and quality of life and
neighborhood?

Precritical stage: Complacency gives way
to awareness of and concerns about
asymmetry and inequality. The value of
adaptation is questioned.

Cognitive reframing: How many
explanations can we come up with for
the differences in the quality of high and
low income communities?

Critical stage: There is a desire to learn
more about asymmetry, injustice,
oppression, and liberation. Through this
process, some will conclude that the
asymmetry is unjust and social-change
efforts are warranted.

Critical consciousness: What events now
and in the past maintain the differences
in the quality of life in some Black and
White communities?

Moral reasoning: Is the inequity a sign that
something is wrong with society? Why?
Why not?

Liberation stage: The experience and
awareness of oppression is salient.
Liberation behavior (involvement in
social action and community
development) is tangible and frequent.
Adaptive behaviors are eschewed.

Community activism, solidarity, and
liberation behavior: What can you do
(personally and as a group) to improve
the situation?

Figure 9. Watts et al. (1999) stages of socio-political development; this image is from the
table on p. 263 in Watts et al. (1999)

Models of civics progression may also benefit by incorporating Internet skills and knowledge. Use of
the internet for political engagement provides easy access to information, can reduce gaps in
students’ civic engagement by social class, increases offline civic participation, increases exposure to
diverse perspectives and empowers students, although it is also susceptible to superficial actions
such as ‘liking’ a comment on social media (Jansen, 2011; Levine & Kawashima-Ginsberg, 2015).
Similarly to other aspects of the Humanities, civics education is cross-curricular in nature and has
cross-curricular benefits.
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Section 4: Conclusions and Framework for Decision Making

Introduction
This section of the report is in four parts.

e Part 1 draws together major themes emerging from evidence analysed in Sections 1 and 2 of
the report.

e Part 2 relates key messages to Successful Futures.

e Part 3 states fundamental principles which will underpin decisions within each AoLE Group.

e Part 4 provides evidence derived from the review relevant to key questions each AoLE will
consider as they take decisions about the development of progression frameworks.

This research report is intended to support thinking across and within the AoLE groups as ideas of
progression are developed and shared across Wales.

Part 1: Major themes
Progression matters for learning

The crucial function of the curriculum is to identify for each AoLE what matters in order to achieve
the overall purposes of the Welsh curriculum, viz., to enable each young person to be

e an ambitious, capable learner, ready to learn throughout life;

e an enterprising, creative contributor, ready to play a full part in life and work;

e an ethical, informed citizen of Wales and the world;

e a healthy, confident individual, ready to lead a fulfilling life as a valued member of society.

Within the curriculum for each AoLE description of progression is important:

o for teachers to have an overview of the curriculum

e for learners to see a bigger picture and relate what they do on a day to day basis to a
broader understanding of what matters

e asthe basis of decisions about next steps in learning and pedagogy.

The research review suggests that, to achieve these three purposes effectively, descriptions of
progression should be structured in terms of learning development such as beginning learner to
expert in a domain, rather than in terms of predetermined statements of standards related to age or
stage of education.

Descriptions of progression serve two main purposes

The research and national framework reviews suggest that descriptions of progression can usefully
be of two broad kinds, interrelated but with the following separate purposes:

e Broad statements providing an overview of the journey from beginning learner to expert
in a domain.
—  These descriptions summarise succinctly what matters over time within the domain.
— They can guide teachers’ large-scale planning over an extended period of students’
education.
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—  They can show students and teachers how current work relates to longer term aims and
so avoid students seeing their learning as fragmented and with little sense of clear
purpose.

o Detailed description of progression in learning within topics in a given domain
—  Specifying the knowledge, skills and capacities which students acquire and practise in
the process of working towards the learning described in the broad statements.
—  These detailed descriptions should enable the teacher and the learners to identify in
assessment for learning dialogue what has been achieved and the next immediate steps
to ensure further successful learning.

Evidence emerging from the research and frameworks reviews suggests that different countries
have taken different approaches to the presentation of national curricula and assessment
arrangements. In Wales, it will be important to consider how best to address both the above
purposes in a way that would promote clarity, eg, allowing teachers and learners to have a sense of
the overall learning journey using broad descriptors whilst more detailed information on learning
related to the overall descriptors is contextualised within professional learning. Such an approach
should create clear links between the national framework and local practice, providing an effective
basis for

o developing teachers’ discussion and deep understanding of learning

e exploring means of responding to the voices of learners and promoting their ownership of
learning

e exploring the potential of assessment for learning and pedagogical action to ensure success

e demonstrating ways in which day to day work builds towards achievement of what matters
in the AoLE, as defined in succinct broad curriculum descriptors.

Successful curriculum and assessment development is only possible if contextualised in
professional learning.

Successful development and enactment of learning progression frameworks developed for Wales
will depend on an inextricable relationship between development of curriculum and assessment and
professional learning.

Part 2: Relating AoLE Review Findings to Successful Futures

The ideas presented in Successful Futures form the principles from which curriculum, pedagogy,
models of progression and assessment in Wales are to be developed and offer a touchstone against
which emerging proposals can continue to be evaluated. These principles serve as touchstones for
the CAMAU project processes.

Progression is characterised in Successful Futures in terms of increasing achievement in a range of
aspects of learning such as: breadth, depth, complexity, level of abstraction, mastery of techniques,
sophistication, accomplishment and skill, application, challenge and independence and confidence:
this increasing achievement will be evident for both disciplinary knowledge and wider competencies.
Successful Futures recognises the diverse needs of learners and is clear that the curriculum
purposes can be met in a wide variety of ways and allow for wide variations in the experiences
of individual children and young people. Each child’s learning continuum functions as a journey
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through the curriculum; while the road map will be common to all learners, this journey should allow
for variety of pace, diversion, repetition, and reflection, as appropriate for each individual to make
progress in learning. These aspects of progression are all identified in the six reviews in section 2 as
being visible to some extent and at some points in both the findings of research and national policy
statements, but the review found no existing national system where all these issues had been fully
addressed.

Similarly, learning is defined in Successful Futures through the concept of progression, represented
as a coherent continuum without separation or interruption. The continuity that the new curriculum
places at the centre of learning describes a holistic approach to the development of the individual,
including experiential learning that is valuable in and of itself. The characterisation of progression
embedded within Successful Futures as the vision for education in Wales is not fully evident in any
one country’s policy or one theoretical model.

The Curriculum for Wales, therefore, is breaking new ground and will need to bring together
multiple forms of evidence, for example, research where it exists as documented in the research
reviews, teacher and pupil understandings of progression, samples of pupil work that show
progression, and insights from other national frameworks, in order to create bespoke progression
frameworks for each AoLE tailored to the needs of young people in Wales.

By revisiting the elements of the Successful Futures vision for progression outlined in section 1 of this
report we can summarise relevant findings of the six reports in section 2 (see Table 15). Each of the
12 points summarised in this table may help inform decision-making within each AoLE group as well
as across the system.

Table 15

Element of the vision for progression Summary comment from section 2 reviews
embedded within Successful Futures

1. | Phases and key stages should be removed in | Evidence from research considered in some

order that progression can be continuous, reviews supports this principle: if
increasing the potential for higher progression steps represent significant
attainment by minimising transitions. aspects of learning, then reference to

specific ages/stages/phases is at least
difficult, and maybe inappropriate. There
exist some frameworks which do not
prescribe attainment by age or grade.
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Element of the vision for progression
embedded within Successful Futures

Summary comment from section 2 reviews

Progression in each Area of Learning and
Experience should be based on a well-
grounded, nationally described continuum of
learning that flows from when a child enters
education through to the end of statutory
schooling at 16 and beyond.

Reviews report that some progression
frameworks run through the whole of a
child’s learning while others are specific to
particular stages (e.g. primary, early
secondary). The latter may be marked by
discontinuity.

Some research reviewed considered the
whole continuum; other research reviewed
investigated progression in the shorter term.
The latter may inform the former.

Learning should be an expedition, with
stops, detours and spurts rather than a
straight line. Progression is a ‘road map’ for
each and every child/young person’s
progress in learning though some children
and young people will progress further
and/or faster than others.

Although some countries do outline tightly
prescribed linear progression, there is
considerable evidence from research that
non-linear progression (sometimes ‘spiral’) is
either to be expected or is necessary. This is
recognised in some policies. The question of
moving forwards and backwards in learning
is raised in some reviews, as is the notion
that there may be multiple paths of
progression that different children may take.

Progression Steps will be described at five
points in the learning continuum, relating
broadly to expectations at ages 5, 8, 11, 14
and 16 (staging points for reference rather
than universal expectations — but
expectations should be high for all learners).

Research considered in some reviews
questions the value of progression steps
which represent significant aspects of
learning referring to specific
ages/stages/phases as at least difficult, and
perhaps inappropriate.

Progression Steps are made up of a number
of achievement outcomes linked to what
matters in the curriculum and linked to the
four purposes (‘l can’ statements). Literacy,
numeracy, digital competence and wider
skills should be embedded as well as
elements of the Cwricwlwm Cymreig.

The reviews provide evidence on the nature
of ‘achievement outcomes’. Some
progression frameworks contain many
statements of achievement, an approach
which presents both practical and
educational difficulties: difficult to manage
and detailed prescription is unlikely to be
consistent with flexibility in individuals’
learning. Very broadly stated outcomes may
be open to a breadth of interpretation and
be perceived by teachers as unsupportive.

First person learner statements are
uncommon.
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Element of the vision for progression
embedded within Successful Futures

Summary comment from section 2 reviews

6. | Achievement Outcomes should not be a The reviews provide accounts of research
checklist of knowledge or skills and should evidence which points up the potential
incorporate effective pedagogy. disadvantages of this ‘checklist’ approach.

While some countries do adopt this
‘checklist’ approach there exist in at least
some curricular areas in some countries
models of progression which avoid this
approach.

7. | Achievement outcomes should inform next While a number of countries monitored
steps and be framed as broad expectations progression across periods of time longer
achievable over a period of time than a year, there was less clarity about how
(approximately 3 years). achievement outcomes might explicitly

inform next stages in learning.

8. | Achievement Outcomes should use 'l can','l | The reviews found that use of first person
have’ (and ‘l am ready to’) statements to statements is rare in the countries
describe progression (not over specified or examined. Typically, third person statements
overly vague — this may vary across AoLEs). referred to the past ‘The learner will have

developed...’ or present ‘The learner is able
to.... There seem few statements that could
be equated with ‘1 am ready to...’

9. | Assessment (relevant and proportionate) There was some evidence that tensions
should be focused on learning intentions and | could arise from seeking to incorporate
progression in relation to the four within achievement outcomes both learning
curriculum purposes and based upon the directly related to the discipline and
intentions set out in the Achievement evidence related to broader statements of
Outcomes at each Progression Step within learning such as the four purposes.
each Area of Learning and Experience.

10. | In each AoLE the Achievement Outcomes at | This issue is noted in some of the reviews:

each Progression Step will need to
encapsulate the most important aspects of
learning, take account of the ways in which
children progress in different kinds of
learning and recognise what they need to be
able to know and do to move securely to the
next stage.

some progression frameworks reviewed
would seem to be inconsistent with aspects
of this aim, those which have many
statements of achievement for example. In
many countries statements of standards (or
similar) focused on attainment to date and
made little reference to next stages of
learning.
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Element of the vision for progression Summary comment from section 2 reviews
embedded within Successful Futures

11. | Professional judgement is central to The research and policy reviews undertaken
assessment (formative assessment with here found less evidence for the use of
relevant summative information collected assessment to inform school evaluation than

and used formatively within classrooms and | for its use to inform learning.

schools).

12. | Schools should use teacher assessment of The reviews found less evidence for the use
progression systematically, together with of assessment to inform school evaluation
other sources of evidence, to inform their than the use of assessment to inform
self-evaluation for school improvement learning. This applies both to research and
purposes. policy reviews.

Part 3: Principles

Building from the evidence emerging from the review of national frameworks and the research
literature, a number of principles emerged that might be used to take forward the progression
aspirations of Successful Futures.

Principle 1

The four purposes should inform and be evident in learning progression frameworks and
achievement outcomes.

The six reviews in Section Two recognise that each AoLE has specific characteristics, reflected in both
research and existing national frameworks. It will be important that learning progression
frameworks in Wales recognise these characteristics. In some of the frameworks reviewed, the ‘main
aims’ of the curriculum are articulated at the start and then elaborated in detail in a description of
the curriculum or in a description of learners’ expected achievement (e.g. learning or achievement
outcomes, standards, descriptions of progression) or in descriptions of both. A learning progression
framework, the progression steps within it and associated achievement outcomes must reflect or
encapsulate what the designers of the curriculum most value in the process of educating young
people.

Principle 2
Progression frameworks must relate to what matters

Each progression framework should focus on the knowledge, skills and attributes which have been
identified within each AoLE as the heart of successful learning in each domain and must encompass
the four purposes of the curriculum.

Principle 3

Learning progression frameworks will place the development of learning at their heart rather than
focusing on content or activities.

In the past insufficient attention has been paid to progression in learning with negative
consequences for learners and teachers who perceive learning as fragmented and with little sense of
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clear purpose. This leads to problems with practice in Assessment for Learning where
understandings of where a learner is and where a learner might next progress to are commonly not
linked into a bigger picture of what matters. Reviews emphasised the interdependency among
pedagogic approaches, content and assessment in how progression is described.

Achievement outcomes at each progression step should encapsulate the most important aspects of
learning, take account of the ways in which children progress in different kinds of learning and
recognise what they need to be able to know and do to move securely to the next phase of learning
in that framework.

Principle 4

Progression frameworks should serve two main purposes: broad statements and detailed
descriptions

Each AoLE will develop broad statements to provide an overview of the learning journey over time
and more detailed statements related to individual topics, themes or other aspects of learning. A
little like Russian nesting dolls, the more detailed progression statements should be linked clearly to
the broad progression statements and the broad statements should be derived from what AoLEs
have identified as what matters.

Principle 5

National progression frameworks should enable and support schools to develop curriculum and
assessment practices to suit local circumstances

It is important that broad progression statements are written in a way that allow schools to have the
flexibility to ensure that they can relate the curriculum to local circumstances as they maintain high
levels of challenge for all learners.

Principle 6
Successful curriculum and progression development requires professional learning

It is important that professional learning builds on available evidence: this involves bringing together
research understandings with practice insights in the emerging policy context of Successful Futures.
Professional learning will stimulate and support teachers to recognise, build on and develop their
pedagogical insights and practice. There are opportunities for professional learning to be built
around the development of the national programme rather than simply learning about the national
programme. For example, the evidence base to build more detailed progression statements does not
exist in all areas. One function of the professional learning programme should involve groups of
teachers working together to help build a better evidence base whilst learning about the new
curriculum and assessment arrangements.

Principle 7
Where possible progression frameworks should be informed by research evidence

Consistent with the policy aspiration of Successful Futures achievement outcomes should describe
significant progression steps within a learning progression framework. Achievement outcomes
should not be a checklist of knowledge or skills and should incorporate effective pedagogy; they
should inform next steps and be framed as broad expectations achievable over a period of time
(approximately 3 years).
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Part 4: Evidence derived from the review which may help to inform decisions to be taken within
each AoLE Group

Here, questions arising from the review related to the principles identified above were identified.
These were offered as a stimulus for thinking within and across AoLEs as they made proposals to the
Coherence Group on how progression frameworks might best be developed.

1. What are key features of research-informed progression?
Each of the AoLE reports refers to and supports Heritage’s (2008) argument noted in section 1 that

‘By its very nature, learning involves progression. To assist in its emergence, teachers need to
understand the pathways along which students are expected to progress. These pathways or
progressions ground both instruction and assessment. Yet, despite a plethora of standards
and curricula, many teachers are unclear about how learning progresses in specific domains.
This is an undesirable situation for teaching and learning, and one that particularly affects
teachers’ ability to engage in formative assessment.’ (p.2)

Common conceptual features of progression frameworks were summarised in Section 1. Heritage
(2008) argues that all models of progression conceptualise progression as a continuum of increasing
sophistication of understanding and skills as young people move from ‘novice to expert’. This
concept is explicit in some of the national frameworks and may underpin others; however, there is a
range of understandings of the nature of development from novice to expert. Some learning
progression frameworks adopt a developmental view, inviting teachers to conceptualise learning as
a process of increasing sophistication rather than as new bodies of content to be covered within
specific grade levels; others detail content or very specific skills to be developed at each stage. It
seems that approaches may vary from AoLE to AoLE: whether this is the result of different
epistemological models or of tradition is unclear. No definition of learning progression contains
references to grade or age level expectations, in contrast to many standards and curriculum models
as learning is conceived as a sequence or continuum of increasing expertise.

Implicit in progression is the notion of continuity and coherence. Learning is not seen as a series of
discrete events, but rather as a trajectory of development that connects knowledge, concepts and
skills within a domain. Issues related to interconnection of knowledge, concepts and skills across a
domain — or domains — are considered in the individual AoLE reviews; these demonstrate differences
between AolLEs, some associated with the range and fit of the domains within each AoLE, some
associated with differing balances among knowledge, skills and dispositions. Learning progressions
are accommodating. They recognise that, commonly, learners do not move forward at the same rate
or with the same degree of depth and progression. This issue was consistently acknowledged in each
of the AoLE reviews. A number of existing frameworks do not appear to allow learners to move
forward at different rates.

Learning progressions enable teachers to focus on important learning goals, paying attention to
what a learner would learn rather than what a learner would do (the learning activity). The learning
goal is identified first and teaching, pedagogy and assessment are directed towards that goal.
‘Consequently, the all too common practice of learning being activity driven rather than driven by
the learning goal is avoided.” (Heritage 2008 p.5). Clear connections between what comes before
and after a point in the progression offer teachers a better opportunity to use assessment to
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calibrate their teaching, to address misunderstandings or to develop skills, and to determine what
would be important next steps to move the student forward from that point.

2. Who might key audience(s) be for Learning Progressions?

Learning progression frameworks provide teachers with an overview of the curriculum and provide
learners with a bigger picture which allows them to relate what they do on a day-to-day basis to a
broader understanding of what matters. The AoLE reviews set out the intentions for the articulation
of progression and achievement that can be summarised as follows:

Achievement Outcomes and any associated description of learning progression should
enable teachers to know what kinds of knowledge, skills and aptitudes they should aim to
develop with learners at all stages of their learning journey. Achievement Outcomes should
enable both teachers and learners to see the next steps to be taken.

The purpose, scope and structure of the progression frameworks within and across AoLEs will need
to be clear to those who will use them prior to developing their content.

As noted in Section 1, Black et al (2011) make a strong case for the centrality of teacher assessment.
This is well supported in the reviewed literature and international models where the potential for
rich evidence of progression and better standards of validity and reliability than national or state
tests are noted. However, each AoLE review highlights that, as Black et a/ (20011:106) suggest,
attaining a position where teacher assessment fulfils this promise may require significant
professional development. Lambert (2011) also raises the issue that the actual understanding (and
perhaps even the actual relevance) of level descriptors is often questionable. Lambert cites the
difficulties that teachers have in identifying work to exemplify certain levels, implying an uncertainty
about what constitutes a level (and therefore arguably progression).

Heritage (2008) reminds us that many learning progressions are written primarily for teachers and
tensions can arise if a single learning progression attempts to serve too many purposes. For
example, problems can arise if it is assumed that the same degree of granularity (level of detail) will
serve both long term planning and assessment to support immediate next steps. The degree of
granularity in a learning progression designed to ensure that teachers have an overview of progress
from novice to expert is very different from the degree of granularity necessary to enable teachers
to support learning formatively: the latter would require a far more detailed analysis of progress in
learning.

Learning progressions can also be written in ways which provide a framework for learners to
understand their own learning journeys. Such models were not explicitly noted in the AoLE review
reports. Heritage (2008) argues for the importance of learners being aware of longer term goals and
the relationship between those and their day to day progress. Increased involvement in learning
occurs when teachers share with the students what their longer-term goals are and enable them to
participate in evaluating the degree to which they have met the goals.

3. How detdailed should the descriptions be? (described in research literature as ‘granularity’)

There are different understandings about what is meant by progression in learning. It is important to
make a clear distinction between learning progression as providing an overview of the long journey
from emerging to expert in a domain and as detailed insight into the expectations of immediate
progression in learning within a topic in a given domain. Both are necessary and inter-related but
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different in their purpose, scope and level of detail. Both should help teachers and learners to see,
and indeed to develop habitual awareness of, the appropriate next steps, as dialogue and
assessment for learning take place during the learning process. Heritage (2008:2) suggests that
greater attention should be paid to the different levels of specificity used to articulate the
curriculum. Some curricula specify detailed objectives to be mastered at each grade in sequence.
When the curriculum is described in this level of detail, ‘grain size’, it may be difficult to see how
these many discrete objectives connect to bigger, organising concepts; learning can become little
more than a checklist of things to be learned. Curricula organised around core concepts or ‘big ideas’
and sub-concepts offer better opportunities for a stronger relationship between formative
assessment and learning goals. However, Heritage (ibid) argues that care also needs to be taken with
this approach for too often ‘big ideas’ are not brought together as a coherent vision for the
progressive acquisition of concepts and skills. Without a coherent vision the potential for teachers to
have a broad overview of learning in a specific domain is restricted.

The AoLE reviews include some detail about specific models for progression which teachers may
employ; these may be domain-specific or applicable more generally.

All of this implies the need for consideration not only of the determination of the central aspects of
achievement in the AoLE but also of the appropriate (that is, helpful and manageable) levels of
specification of description of achievement. If the central aspects are described in ‘lean’ statements,
then it will be necessary to consider the most appropriate format: e.g. succinct broad statements,
possibly with a small amount of expansion; or narrative descriptions. It will also be necessary
consider where more detailed guidance and support for teachers about progression, next steps and
pedagogy should be located and how this could be used? If descriptions of achievement are
detailed, it will be necessary to consider how these can be used effectively to support assessment
for learning and progression, given the issues about manageability which have been raised.

There is evidence from several countries reviewed that exemplification of standards through learner
work significantly reduces the level of abstraction. Descriptive statements alone do not always make
clear what performance/behaviours at a given level would look like in a classroom and this is a
potentially powerful way of addressing this issue. The use of such material to inform professional
learning requires consideration. Several of the reviews raise the issue of the most appropriate
location of detailed guidance for teachers about progression, next steps and pedagogy: within the
curricular/progression framework itself or in associated material available to teachers as part of
their continuing professional development? Related to this is the question of how such material can
be most effectively used to support professional learning.

4. Stepsin alearning journey?

The issue of relating learning progression frameworks to ages, stages or even phases has already
been referred to. Research argues that this should not be the case on both fundamental and
instrumental grounds. As the groups develop an empirically well-founded learning progression
framework where achievement outcomes describe learning necessary to make further progression,
how will they address the issue of descriptions of achievement which are related to phases?

The reviews of international frameworks demonstrate how some frameworks seek to differentiate
the performance of learners’ who are at the same chronological or grade stage by using a grading
system or mark. This may take the form of such phrases as Not Yet Within Expectations, Meets
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Expectations (minimally), Fully Meets Expectations and Exceeds Expectations or a mark such as: 1 =
limited effectiveness, 2 = some effectiveness, 3 = considerable effectiveness and 4 = a high degree of
effectiveness or thorough effectiveness. This matter may be related to the level of specification or
the number of stages of development employed in a framework. A possible justification for the kinds
of grading or marks systems shown may be that very broadly defined frameworks do not give
teachers and learners enough detail in deciding on next steps in learning. An obvious potential
disadvantage is the danger of labelling learners and the associated motivational issues. Such grading
approaches are usually linked to statements of standards which themselves may be linked to age
and stage; there is powerful evidence that such approaches divert teacher and learner attention
away from learning to simplistic models of attainment.

The reviews demonstrate that existing frameworks can provide ungraded descriptions of complex
achievement and interacting skills. These may be supported by desirable guidance and support for
pedagogy and assessment for learning through additional associated material and by encouraging
continuing professional development activities.

5. How might the progression frameworks relate to previous frameworks?

During the process of review it was noted that the former National Curriculum in Wales and the
Literacy and Numeracy Frameworks used progression frameworks which took some account of
pupils’ varying pace of progress. This raises the prospect that there may be some value in looking at
earlier local models of curriculum and learning progression in the writing of new achievement
outcomes. However, it was also noted that practice must align with the new intentions for the
curriculum in Wales: in particular, the requirements to address the four purposes; the fundamental
importance to learning of ensuring that curriculum, pedagogy and assessment are coherent and
aligned; and the need to move from backward focused statements of standards to forward focused
statements of achievement. This has implications for the development of learning progression
frameworks which support effective learning.

While considering descriptions of performance it is worth noting the Review of the National
Curriculum in England (2010-2014) was highly critical of the previous levels-based system. In this
context, best-fit judgement failed to recognise major gaps in children’s knowledge and contributed
to superficial coverage of the curriculum because the levels-based system encouraged learners to
move on to new content without secure grasp of key areas.

6. Relationship with literacy, numeracy and digital competence frameworks?

The Languages, Literacy and Communication review notes that Successful Futures explicitly states
that the achievement outcomes and progression framework for Languages, Literacy and
Communication should take appropriate account of the national Literacy Framework. There are
therefore important decisions to take about how the development of the Languages, Literacy and
Communication learning progression framework may relate to the Literacy Framework. Parallel
issues will apply in the articulation of progression for numeracy with Mathematics and Numeracy
and for digital competency and the computing aspect of Science and Technology. All AoLE groups
will wish to consider how achievement in these three frameworks and in other cross-curricular
aspects may be reflected in their learning progression frameworks.
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7. What view do we have of the developing child and young person?

The place of child development within the domain and associated expectation for progression in
learning is raised in several reviews. Pellegrino (2017) suggests that although learning progressions
are not developmentally inevitable, they may be developmentally constrained. This issue was noted
in some AoLE reviews and was of particular importance for the H&WB AoLE review. It may be that
this issue is more broadly applicable, especially in the earliest years of learning. When considering
progression (e.g. in H&WB), links have been made to research in child development. While child
development differs from progression in learning within a domain, developmental stages are closely
tied to achievement within H&WB: a young child typically cannot run, regulate emotions, navigate
social situations or demonstrate self-control as well as an older child. Teachers may draw on
knowledge of child development to understand what typical development looks like within the
physical, mental, and social domains, identify when pupils seem to be developing atypically and
provide support to maintain the progress of all learners. Progress in domain-related learning relates
to developing metacognition and self-efficacy; this observation underlines that there is a complex
relationship between children’s progress in the H&WB and their progression in other AoLEs.

While it is argued that research undertaken on cognition and learning has led to the emergence of
highly developed descriptions of progression in particular curricular areas, specifically science,
reading and mathematics (Pellegrino 2017), the evidence from several of the AoLE reviews is that
this is often at a micro or detailed level (e.g. one topic) rather than over a longer time scale. Learning
progressions can be developed through tracking the actual development of thinking/learning during
a sequence of learning or topic. The premise of these ‘learning progressions’ is that they allow the
teacher to understand the ways in which learners progress in their thinking or skill development in
order to track progress. This approach would seem to have the potential to produce evidence based
learning progressions which would act as a usable version of level descriptors and would support a
genuinely formative process of checking current attainment against a known progression and the
setting of targets for improvement. However, it should be noted that such progressions are
extremely complex (taking 2-3 years to produce) and that a large number of these may be needed in
order to cover ‘big ideas’ within any curriculum area.

Children and young people are beings not becomings. The four purposes describe what all children
and young people should become and achieve through statutory education as well as how they are
perceived and positioned to experience the curriculum. Successful Futures (p.22) argues that:

‘statements of curriculum purpose need to be formulated carefully so that they have
integrity, are clear and direct and become central to subsequent engagement and
development; in that way they can shape the curriculum and suffuse practice [authors’
empbhasis]. Common understanding of why we are doing what we are doing is a powerful
starting point from which to determine what it is we need to do and how we are going to do
it’.

Recommendation 2 (p.23) states:

‘The school curriculum should be designed to help all children and young people to develop in
relation to clear and agreed purposes. The purposes should be constructed so that they can
directly influence decisions about curriculum, pedagogy and assessment’.
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The purposes therefore tell us about how children should experience their curriculum day to day.
Each child’s learning continuum functions as a journey through the curriculum; while the road map
will be common to all learners, this journey should allow for variety of pace, diversion, repetition,
and reflection, as appropriate for each individual to make progress in learning. There is therefore a
greater responsibility for schools and teachers to ensure that learning is child-centred, since the
details and pace of each journey are set according to the requirements of the learner, always in
order to ensure challenging, sustainable and effective learning takes place.

As children and young people move through the education system in Wales they must not be viewed
as aiming towards the four purposes, but rather must be seen as living the four purposes during
their time at school — the purposes, then, are not simply goals to be reached at the age of 16, but are
also descriptions that inform how we ‘position’ children throughout their education in schools in
Wales.

8. What view do we have of pedagogy?

The notion of ‘child-centred’ learning and children ‘working at their own pace’ can imply a pedagogic
role that is facilitatory; that is, the role of the teacher is to facilitate the child or young person to lead
their own learning or set the pace and/or direction of this learning; the teacher does not take a pro-
active role in progressing this learning. It is suggested here that such a view of pedagogy in the new
curriculum will be unhelpful. Wales has experience of significant curricular innovation in the shape
of the Foundation Phase, introduced in 2008. Recent evaluations (Siraj 2014; Welsh Government
2015) have indicated that poorly understood models of appropriate pedagogy hampered the success
of the innovation that, where effectively implemented, has had positive impact on learner
outcomes.

Successful Futures provides clear guidance on what is meant by appropriate pedagogy:

Pedagogy is about more than ‘teaching’ in the narrow sense of methods used in the
classroom. It represents the considered selection of those methods in light of the purposes of
the curriculum and the needs and developmental stage of the children and young people.

Teachers will draw on a wide repertoire of teaching and learning approaches in order to ensure that
the four purposes are being fully addressed and that all learners are engaged and the needs of
individual learners are recognised. Teachers will avoid labelling teaching approaches; rather they will
consider their appropriateness in terms of purpose. Approaches will encourage collaboration,
independence, responsibility, creativity and problem solving in authentic contexts which will draw
on firm foundations of knowledge. Approaches will employ assessment for learning principles and
make use of scaffolding, modelling and rehearsal.

In order to enact the vision set out in Successful Futures it may be helpful to signal intentional
pedagogic approaches throughout. That is, the teacher, with the support of appropriately articulated
progression frameworks, undertakes to work intentionally with each learner in the direction of
progress and to maintain a focus on pace and ambition throughout this process. AoLE groups will
wish to consider how this approach may be facilitated by the learning progression frameworks which
they develop.
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In conclusion

This research report, following the first seven months of work of the CAMAU project, is offered to
the education community of Wales and, specifically, to the Pioneer Networks in the spirit of
subsidiarity as set out in Successful Futures. The report reviewed evidence from a range of national
curriculum and assessment frameworks and evidence from research on progression both as it
relates to curriculum and assessment and in the context of the six Areas of Learning Experience. In
this final section key ideas emerging from the various evidence sources were used to develop
principles. These principles may be used in a number of ways, eg, as a touchstone to check that as
ideas develop they remain consistent with original aspirations. Analysis of the evidence pointed to a
number of possible alternatives approaches to the design and development of progression
frameworks. To remain consistent with the concept of subsidiarity, these alternatives were offered
as decisions to be taken. Each decision was structured around questions to be addressed, each
supported by available evidence to promote better informed decision making. Each AoLE considered
carefully the evidence available and made proposals to the Coherence Group. In the majority of
cases it was possible for groups to agree a single proposal, however, in a small number of cases, two
alternative proposals as to how a particular issue should be addressed were submitted from the
same group. An example of a decision tree can be found in Figure 13 below. Further examples of
decision trees from different AoLEs are provided in Appendix 3.

The decision tree approach was very well received by AoLE members and the proposals submitted to
the Coherence Group provided them with a strong evidence base from across AoLEs to allow
collective, well informed decisions to be taken.

The next and final CAMAU research report will begin by examining the agreed progression
framework and will consider the development and enactment of its principles as they begin to
emerge in practice.
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Figure 13: Decision Tree
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Appendix 1
CAMAU Project

International Policy Review Guidelines

STEP 1: Notes on progression for the country

Name of Country:
Year the curriculum was written/published/updated:
Website(s) where materials were found:

How is the curriculum structured? E.g., Is there a curriculum document as well as achievement
outcomes or are these combined? Are there supporting materials for teachers? Is there one
curriculum across all ages or is it split into primary and secondary?

How many stages/levels/benchmarks are included? Are they aligned with specific years?

What components/subjects/themes related to the AoLE are covered in this country’s curriculum?
What seems to be missing?

How does the documentation define ‘what matters’ in this AoLE? Does this include content
knowledge, competencies, skills, etc? What is the balance between knowledge and understanding,
skills, attributes, and capabilities?

How is progression defined? Is it defined explicitly or implicitly? You may need to look outwith the
statements themselves at the supporting documentation and introductions to the curriculum. Give
some specific quotes or examples.

Are key progression points identified as expected standards for specified ages? Or as descriptions of
knowledge, skills, capabilities needed for further progression in learning? Or is it some combination?

What form do statements of progression take? Are they detailed or broad? Are they in pupil-first
language or written for the teacher? Provide some examples.

To what extent does the curriculum for this AoLE seem to align with what is written in Successful
Futures? Does it seem to align with Donaldson’s vision for progression? Give some examples.

Is there anything else worth noting? E.g., Is there anything particularly unique, innovative, or useful
about this curriculum? Are there any aspects of the AoLE that are included in cross-curricular aims?
Was there anything within this portion of the curriculum that seems to have connections with any
other AoLE?

STEP 2: Summary Statement

Please write a summary of how this country has tried to describe or incorporate progression into
their curriculum for the AoLE. Please include your own evaluation in terms of its potential
advantages and disadvantages as an example of incorporating progression for this AoLE. This
summary should be less than a page (less than 500 words) but can of course be shorter or longer as
needed, and should complement the notes you have taken above.
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STEP 3: Collating Across Countries

We will combine the information you have provided for each country into one document and write
an overall summary statement comparing across the countries. We will then send this final

document out for your feedback to make sure your country is represented appropriately and to seek
your insight on
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Appendix 2

Guidelines for H&WB Literature Review

Aim:

To describe what published evidence exists that might inform our understanding of how pupils progress within
the domain of health & wellbeing

Scope:

Successful Futures defines the scope of this AoLE as: “This Area of Learning and Experience draws on subjects
and themes from PE, mental, physical and emotional well-being, sex and relationships, parenting, healthy
eating and cooking, substance misuse, work-related learning and experience, and learning for life. It is also
concerned with how the school environment supports children and young people’s social, emotional, spiritual
and physical health and well-being through, for example, its climate and relationships, the food it provides, its
joint working with other relevant services such as health and social work, and the access it provides to physical
activity.”(Successful Futures, p. 45). Our review, in line with Successful Futures, will aim to cover these core
areas of the field. In accordance with the health and wellbeing report that the AoLE presented in June 2017,
we will also include a brief overview of character education, which is somewhat aligned with the competencies
that the teachers deem important: readiness, reflectiveness, resilience, respectfulness, resourcefulness and
responsibility.

Thus our review will examine what evidence exists on progression in pupils’ learning related to the following
themes:

- physical education, physical literacy, physical wellbeing (Nanna)

- mental wellbeing and mental health (Sarah Stewart)

- healthy relationships, peer relations, sex, and parenting (George Wardle)
- nutrition, including healthy eating and cooking (Kara)

- substance misuse, abuse, and personal safety (Sue James)

- work-related learning and learning for life (Rachel Bendall)

- character education (Kara)

Stage 1: Finding Literature:

It is important to by systematic in the steps that we take so that we can communicate to others how we
conducted our review so that it can be evaluated by others, be replicated if desired, and also to allow for
consistency across the members of the group. In order to do this, we should follow the following guidelines:

1) Independent search with keywords: It is recommended that we use Ebscohost or a similar academic
database and keep track of the keywords that we have used to search for literature. Certainly we
should search for “progression” but be aware that it may not be a word that is commonly used so
additionally we may look for similar keywords such as “child development” or “developing” + various
keywords for the topic we are exploring. When looking through results, we can scan the title and
abstracts to decide what may be relevant, and we should keep a running list of the sources that we
plan to review. If a source sounds particularly relevant but one of our Universities do not have access
we can use interlibrary loan to try to obtain the relevant source.

2) Expanded search: The next set of searches will involve exploring the work and authors that are cited
within the original sources we have found. For example, one paper (such as the article by Margaret
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Heritage) may cite very useful literature that we can then follow up with, or we may start to recognize
some names of authors who are experts in our area and can do an author search within Ebscohost to
explore their work. Again, we should keep track of the process we have used and keep a running list
of the sources we plan to review.

3) Advice from Professors: We will ask our professorial consultants to also recommend papers or
authors that would be relevant for our purposes.

4) Collegiate advice: If we come across something that may be relevant, share with one another. If we
have a colleague who studies this topic, ask them. Keep track of which sources were recommended in
this manner.

During this phase it is important to consider screening and excluding any papers that seem less useful. We may
want to keep a list of all the papers we have considered and the ones we end up using for the review. Given
our short time frame, the important thing is that we read enough core pieces in the area in order to begin
describing with some confidence what is known in this area of progression.

Stage 2: Analysis for the Review:

Our literature review should be a synthesizing statement about the broader literature within a particular area
that answers some critical questions related to progression (rather than just a summary of individual articles).
It should be clear that this is an informed perspective and evaluation of the field, citing relevant sources for
each point that we are making. When it is helpful we can use quotes and specific examples from the literature,
or to create tables to help make points of comparisons or contrasts.

Next, using the papers that are relevant, we will want to report/describe substantial elements from the
papers, consider the extent to which they inform our work of progression, note similarities/differences across
the papers, and at the highest level, consider the sources themselves and their relevancy.

When reviewing the articles, we may wish to consider the following questions:

- What evidence exists that informs our understanding of progression in this domain?
- In what ways have researchers described how children develop their knowledge/skills/capacities in this
area? In other words, how do they model progression? For example:

o According to the literature, are the changes that children make qualitative jumps (with big
steps at key moments) or more gradual sophistication (children seen to gradually add more
of the same skills over time)?

Is progression linear or could children move backwards and forwards?
Do the researchers see children’s progression as something that can be impacted on by the
environment and open to change, or is it fixed?

o Isthere one path that children seem to take in this area, or are there multiple paths? Do the
researchers acknowledge that children may have different paths based on the context in
which they grow up/learn?

o Are there different models of progression for the same topic and to what extent do they
overlap, complement, or conflict?

- To what extent does the literature focus on how children develop in terms of their
knowledge/understandings vs. behaviours/skills?

- To what extent is the progression that is described at a micro-level (for one lesson/unit) or at a macro-
level (across multiple years)?

- What ages are covered when describing how pupils learn in this area? Which ages seem to be missing or
receive less adequate attention?

- What is the theoretical background of the relevant literature (e.g., education, public health, psychology,
etc.)? We may get some insight by looking at the journal it is published in as well.
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- Importantly, what seems to be missing in this area? What do we still not know? Is there not a lot of
research on this topic?
- To what extent could the research in this area help to inform models of progression that could be useful
for teachers and for learners?
- What can we use from this literature for our purposes of writing a framework of how children progress in
this area?
This literature review will serve two purposes. 1) to inform teachers about what is known in the literature that
may inform their understanding of progression in this area, 2) to be a systematic review that would be
appropriate for journal publication.

Stage 3: Writing the Review:

What will the overall review look like? Proposed outline for the literature review:

A. Introduction with description of H&WB for Wales based on Successful Futures

B. Literature reviews for each of the sub-areas we propose to examine

C. Overall summary comparing and contrasting literature across areas as well, as well as evaluation of
the scope and depth of literature on progression in the H&WB area, and unanswered questions

D. Implications and issues, based on the literature, for creating assessment frameworks of progression in
H&WB

How long should the review be? The overall review for our AoLE will likely be approximately 6-10 pages but
could be up to twice as long if we happen to find a lot of relevant literature. That means approximately 1-2 full
page per sub-area (about 500-1000 words if using Arial 12pt single spaced), with an understanding that some
will be longer and others will be shorter depending upon what is or is not available.

Most of the work is done before writing, through coming up with a list of relevant sources, reading the
literature, taking notes, and reflection and synthesis. Our point is not to be comprehensive but to read enough
core pieces in each area in order to begin describing with some level of confidence what is known in this area.
What we end up writing is a concise critique and summary of the literature in this area. Readers can refer to
our cited sources if they want to learn more.

How many sources should | read? Again this depends strongly on each of our topics and what is available in the
literature. We may be making several points that need to be justified by sources but the sources are only
peripherally related to the main topic in which case we could have dozens that we are drawing upon for each
part of the review. Or we may find just 3 or 4 highly relevant sources that cover the topic in great depth that
we are focusing on and deem this to be sufficient for the sub-area.
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Appendix 3

Mathematics & Numeracy: Points in the Journey

Points in the Journey

Passibilities

Paints ta Think About

A Bagmnmng point - Tha skils! understandings!
deposions expariencas young pupils bring to the
claszroom

B. End paint - What & Wiakh cilizen shaidd Knawbe
able 1o do within the AoLE

Q1. How do you kdentify
beginning and end points in

the journey?
. End pomt — Requiramants for transéion nio
diffarent phasas. of the educabon system, e.g.,
haghar aducation, vocational aducation

D Beginning pomt Pupds assassed for thair starting
paint w=ng formetve assessment and taken farward
fram tha pomt thay ars &t

A Mo, al skils, understandings, andior
compelencies are represented et every slep inhe
progreasion Trarnewk

2. D different parts of the

Journey startat different

B. a5, some sils, understandings, andior
- campetancies may begin af later pots in e
Joumey ar end et asier paints in tha jourmay

C.

Paints ta consider for identifying e jourmeay

starting pont
According o Successiul Fubure {p. 53), ‘Il Prograssion Steps shauld Take full aceount of
guidance an Rautes for Learning’

= Black e al. (2011) suggests thal you “star from aleamer's existing understanding', ‘
= Mot al young pupds enter the classroom Wil Me same epenences, Mesning some ity mey
be required [l

Phlrls ta comicer far identifying Me jourmey end paint

Electivenan-cone subjects in some counlries mean pupds leeve the system with different types of

specislised knowledge

Isentifying an end paint &5 & minimal compesency/skibunderstanding may not sllow &l stucents o
see the nest slep Tor reaching for e full palential, especially if they reach the highast progression
At a young age

HAecording o el Futures {p. 54}, the curriculum should enabie most chidren and young

peaple 1o resch, o go beyond, each Progressicn Step O

+ Stdents ean increage in knowledgerskila at any poant in Meir lRaming expeniance and even young

children can develop skl of have experiences that set Me basis for fullre leaming.

= Simidar to Opticn B, some country’s curmicular Trameworks (e.g., Quebec) that were revewed 0o not

infroduce cerein skila/understandings unél kater paints n fe pumey andlor do not continue them
mrough the Tull progression framewark

+ Ofer countries Mt were reviewed repest the same skiliunderstending at multiple steps in arder o
represent that leaming i happening over & longer penodof time ¢

A Fiva painés m tha lsaming cantmuum, ralati
broadly to expectsbions at ages 5, &, 11, 1Iand 16
(steging _Wir;ls fior referance rathar than unwersal
B 05,

B.The numbar of paints may differ acrass kaaming
dapanding upon e number of conceptual shifts fat
mark sophestication/davalopment in tha learning

3. How do you break up umey

the journey in ways that
make the best sense for | C. Dascriptions of kaaming linkad o aach grade

B N H G e loval, smmilar fo standards

= Successiul Fulure recommends Option A (see p. 53). There are aka fve progression points. in the

leaming continuum in Scatiand

= Research on progression appears to align more closely with Option B, in the sense that many of the

progresson framewarks Mal were reviewed across AoLEs heve no ndication of age and range
witiely inMe number of SIS they have. On & confinuum of IBaMing you may need mofe, of fewer,
poinls dapanding upan e skiliundersianding.

= Heving Me same number of poinls scross esch skiblunderstanding may be easier practically in

tarme of colerence across teachers and schools, but may requine a COMEIomMise n kemes of
representing meeningful shifs in each skllncerstanding, Me latter of which & idesl for
far kaming

progression points?

. Descriptons of learming needed to mava mio
of education, &.g., primary,
sacandary, subject chosce

Many couwntries tend to follow Oplion C (e.g., Australia, Briih Columbia), wilh some exceplions
{e.g’, New Zealand has 8 steps/points in Me leaning joumey). Howewer, Option C is critigued in e
literature &= it links to grede level expectsbons (Herkage, 2008). A

E.

Choice and Rationale

Rationale for Choice of Posstiliies Tor Q1

Baginning Point - The leacher needs 1o use mmame essessment to acknowledge
what he leamer hes alieedy athieved’ somey

the 'readiness’ of Me leamer to confime melrpoumay (Singapa

End paint — Step achieved / resched lowards the Four Core Pll'posa! and Me signal
Tar where the next step wil be.

Rationale for Choice of Possiilas for (2

Na, all skils, . andiar at avary steg in tha
prograssion framework du 1o the way maths buios onﬂ-s praviaus stap. Each step is
sppropriate o e chikl's stage of davalopment and mirnduced frough play aic as
eppropriate. Thes & trua for al What Matiers" wiin e Maths and Numeracy AnLE.

Raticnale for Chesce of Possiilbes for 03

Chaoosa B - Drscussan - evidance from practitioners curing CAMAL research. We
Bgrea.

Paint A — Discussion - Why are the agss chosen? 5 allows a chid to sefle info
prmary &t te end of Racapsion. B acknowledgas tha mfant /junior schoal stuaton
and allaws chidran io seffie in @ new school but than 11 when children move from
prmary o sacondary is separating tha two steges again. Deslike the clear distinction
and nat ajournay mare of a raaching differant and pomts.

Paint C — Descussion — Teachers nests gudanca chikiren do nat need fo be labsled
and Walksh governmant label schools.

Faint 0
Mot pur prablem” idaa.

phases of aducation s too much stil.

ASLE proposal

Exgmple: The aspect of e leaming joumey shoukd be structured as....

becaiss. .

Cuestion 1 How do you identify beginning and end points in the journey?

The group pi

The tascher neacs 1o use flamalie assessment 1o scknowledpe whes e leamer = 8 at the beginaing of the
Journey. This will need o identify what the leamer hes alresdy schieved’ expenenced and Me dsposlions ey
have 50 they can exsess the readness’ of the keemer o continue their joumey. (Sngapare).

Stap achieved / regched at Me end of he joumey should be meesured egainst whet steps the learmer has taken
towerds e Four Core Purpases and the signel for where Me next step wil be

Question 2 Do different parts of the Journey start at different polnts?

andorn are

o every slep inthe progression framewark due to

ihe way malhs budts an the previous step. Esch sleq is spprapriale to e chikd's stage of development eg
introduced thraugh My el &s epproprale. This & trse for al What Malers” wilin the Mahs and
Humerecy AOLE.

Question 3 How do you break up the journey in ways that make the best sense for learning eg number of
progression points?

The group proposes.

The number of paints mey differ acrass leaming depending upan Me rumber of conceptusl shifls Mat mark
sophishicaton/development in the learming journey. This is evidenced from prectitioners during CAMAL research.
This is continaus formalive and summetve essessment rather Man just & paint & & cerlan age for esch chid,

We dislike the clear distinetion by age as nof a joumey mose of & reaching different end paints.

Teachers needs guidance for stages of development. Chikdren do not nead to be labeled and Wetsh govemment
then measure of label schocls o amifical poils of time. Suppart shoald be given 1o leemers and sehools without
publicly shaming.

Iwe only assess different phases of educalion it & stil separaling prmary &nd seconcary sehools 10o much and
becomes the ‘Nat our problem’ dea.

Implications for oiher decisions 1o be mace shoul DOAMESSOn:
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Expressive Arts: Progression as Interdisciplinary or Disciplinary

Progression as Interdisciplinary or Disciplinary as the Journey Develops

Key Questions Paossibilities Points to Consider AXOEQO
A Fully interdisciplinary wilhin e AolE
* Some countnies rewewed (2.5, Scoliand Humaniies) have leaming sres Ml remsing Mroughout schaoling @
B. Subjesct-specilic progressian framewarks, = Omer countries {e.q. Ausiralia, Albarta, &nd Narhem Ireland Humanies) have seperale elemantary and
& leaming progressions described far sach sacandery curriculim
Q1. Tawhat extent subject in e AaLE
ion b - SF says that there is & frend towards emghasising Me abdity 1o spply leeming seross subjects and a
mapped in 10 0 50 effectively (p23)10
terms
(#.9.,for the ASLE) ;?Emm;m 'mm'ﬂ;‘:’“g;‘m‘;‘ + SF recomemencs mat the cumeuum &13 ahauld be organised into Areas of Leaming end Experience end
or subject epecific e m“";‘:m ] et an care af {p.38). Proaressin ineach AoLE should be
within the AcLET? P " based on a contimum Mlesnmgmnows Trom when a chid enters education thraugh to e end of stahtary
- sehooling & 16 and beyond (p.53)¢y
D. Changing from subject-specific b morne = Hawing separale curricula endior assessment guidelines for different steges of schooling may have
Interdesciplinary within the AoLE a5 students implicalions for leamers” rans@ion inlo secondary school and for Me extent o which the separse cumiculs
Irensition 1o ter phases of schacling compiement one encer g
+ Reviews repor ihat some progression fremewnrkes run through Me whole of & chik's lesnung while alhars are
g dascribed 51 apecific o particular slages (e.g. primary, early The laliar may
forﬂ\e area and for the specific subjects, 18,
AaLE-wide progressian steps slongsade
drciplinary progressan steps L
whilst providing apporuniies to develog
greater deciplinary knowledge and skl
- {post 14)

Progression as Interdisciplinary or Disciplinary as the Journey Develops

Choice and Rationale

Rationale for choice of possibility

* A comprogression Biak stays all the wey firough hawavar fera neads to
be & modular systam post 14 in onder o alow shudents to choosa
aceording b thair partcular intarest andor falent.

Could thera be complmentary vocational pathweys — EA and specialist
modules?

Al chikdren wil be shidying EA beyond 14 — but anly some wil spaceles
m parficular discpines?

Schoalks wil naed exemples 1.8 lead creative schoal case stadies

* The crastive processas identifiad in fe trea pilars are inardiscipinary

Tha curriculim 3-16 shoukd be organized mio Araes quenmllu and
and have an idant core of di

lnowladge (SF p ).

* Progresson in each AaLE should ba basad an a contmuum of learmang
that flaws from whan & child enters acucation Srough to tha and of
statutary schacling t 16 and beyond (5F p.53).

AoLE Proposal

AoLE proposal

Exarnple: The aspect of e leaming joumey should be structured as . becase..

The leaming journey shauld be fully interdeciplinary within the EA whilst providing opportunities 1o cevelop grealer
deciplinary knowlecge and skils (post 14 inarder 1o provide copartunily 1o soply leaming ecross deciplines.

This will be besed on a conliuum of keming that fows Trom when e child eners educetion 1o the end of
stetulory schoaling at 16. Post 14 there should be cppartunities: far pupds 1o cevelop mare disciplnary knowiedge
akils and understanding thraugh a modulsr approach

ngnesslm comes Trom ng]LB| Lsa @nd re-use of known skils and could also invoive a qualitative jumnp. It = mat
& Inear process, different learmers wil progress in n\amedly aifferent ways as mE“ expenence EA actuilies. The
leaming enviranment and Me qualty of leaching are impartant Teclors in Teciltling progressian. Qualkalive and
cantetualised cescriptive epprosches fo Essesing echehments and progression are key factars in this ADLE.

Implications for ofher decisions fo be made sbout progression:
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Science and Technology: Purposes of Progression Framework

Purposes of Progression Framework

Key Questions Examples of Possibilities

A Provide a broad overview of te journay from
Beginning leamer to expert in this AoLE

}_

B. Provide defailad guidance for planning far
teaching and learmmg

Points to Consider

+  Buccessful Fuluras suggasts that the schiavamant autcomes shoukd ba fremed &s brosd espactations
achiavable over a paricd of tme. They shoukd be “refersnce points, providing a roed map for aach
individusal child and young parson's progress o thair learmng and not universal axpectatons of e
parfarmance of all chidran and yaung pacpks 8 fued paints” (Donaldsan, p. 56)

- Fulunes that shauld give pri
role in teaching and learming (Donaldsan, p. 77

Maps of prograssicn provica for tha teacher a crscisl cohenant visean, an undertymg scheme of

prograssion, which links taaching action to what maftars and to what matters mext. (Black et ol 2011) 'y

o their farmative

« Heritege {2008) *sugpests thal grester atiention shoukd be aid to the different levels af specificity sed io
amiculate the cumicuum® (p. 17, CAMAL repart). Iftoo deteded, leaming can become a checklist of things
1o leam. However, lsaming progressions vary greslly from a unit of wark 1o lasting over years.

+ Harilage {2008) arguas for the importance of leamar baing aware of lngsr tarm goats and the

C. Proside descriplions of acheevemeant expected at N N
Q1. What purposes do = ‘ diffarent ages. o::‘ages = ‘ relatanship beswean those and thair day tn day progress.
we expct the ~ The danger assccisted with linking descriptians of lami cly to specified ages’ steges is that

el e designers of Me framewark and, eventually, teechers and olher users of e information) meay come 1o
:or?iwa" D. Provice descrglions of pupds’ progress in the spacify expacted slandarcs which are not empincelly wel-founded e real progression steps in me
: leaming joumey &nd possile nest sleps leaming joumey. {ap 138-145 in Leaning Abaul mesmrl‘
Views of AoLE Group?
‘ E o

A Dby broed — . literature, (Black et & 2011; Pellegnino. 2014, 217), detailed progression & needed ta: M

thesa statamants is up Il‘dl\'dll!l taachars and = (@) fomudate tasks of tests So Mat Me respanses can provide evidence of lEamming progressian

sehools = (b) fomnuiss Nelpful camments, talored i e chcus needs of each stucent

= (E)gie cleer guidance an haw ta Imorove
@2, How will the B Sufficiently delsded sistements far guiding - Some counries (&g Scoliand) provide anly braed leening
teaching and leaming deci=0ns open to schools and leachers, whereas ofers (e.9., ouebec Canada) provide detailed

be designed to serve a8 per of their main curicular fremewor ¢
these afferent . Bath broad statemants of prograssion and mona - ulures, e steps should “provide & context within which teachers
purposes? desailad framewnries of prograssion dasigned o link can select tesching and leaming snproaches Mat bidd Trom one step o Me next but that stil provide -

togathar significant freedom 1o offer engaging experiences that match their chidren end young people's naeds.”

(Dongdsan, p. 67).

A Within the: curticulim fremeswon, slongside Me
a1t d broader stalements of averall keaming ams
frameworks of

ml Iu:lga:l mﬁﬂ B. In essocated professonal kearming material andior
broader statements, “
‘where should they be
located? .

Views of AoLE Group?

= 03 follows from 02 and is only relevant if the preferred possibilivy for 02 is B or C

+ Gountnas diffarm the extent o which ey provida mare dateded progressian framawarks end whare tey
ana Iocatad. For axample, Brirh Calumbia has quite broad curmcular
araa, but elso provida much mora specific sats of standands and expactations, aithough the latier are ina
separate document and ara for voluntary use in schoos.

+ Sama framawarks (ag, me Zealand and, in UK, tha CLPE Scalkas for Reading and Writing) exemplify
haw desailad af i thraugh studant work and pedegrgical
UItaNcE on aparoorisis naut =aps can b buit into professianal learmng matarisliactnities.

Views of AoLE Group?

Purposes of Progression Framework

Rationale

AoLE Proposal

Raticnale for chaice of pessibilly for 01

A—too wegue, wil lead to ncanssiancies between /wilhin schoolks; however
“Esgirationalr for e profession; only realisable if assessment | accountabily doesnt
mandste sal progress; just marker poinks Tor Me end of Me joumey; requires
“iletanes”

B - too restrictve / prescriptive; coesn alow cuslomisation, prevents localised
S0WWs, doasnT encourage fexibdity; ooes nal Suppart 4 puiposes; woukd emdwe
creatity

© —links 1o age / stege pofenialy hokd back mest able endior be unafainable for least
ahle / ALM; toa similer to what we heve now, dossnt reflect the leamers josmey;
mearkers are a good thing {not ege thaughl

D - Allows. indivicdualised progress reqardkess of abdity; most relevant to me aime of
e mig CUTTIEUIIM, Ay "Mt staps” nead 1 be carefully crafad; markers neadad for
end of "stege” points

Ofher — Comnbsngtian of GO {age or stege) will key “mikstones” panticularty at Prmary
10 secondary transdion
— Pan parlrats of “mee lsamers shodkd be.. ereated for asch slage

Rationale for choica of possdilty for G2

A~ Dasiradka (is tha systam mature anaugh for tis?); tme woukl be an ssue hare;
requirad professional developmant and tme; foo broad; practicelly, wil lead o
incomsistency; broad stetamants + mare datel sbout shart term, madum and lang
tem;

B - Useful for ansuring consistency across the system; (oo Drescripive; namaws
expariencas; “sufficiant”is difficuk to defina (NOT, non-spacialsts, stnaggling
{eachers)

C — Broad statements apan to intarpratation; potentisl meonsstancies;

D - Australian moded;

Othar — Needs 10 be in ana document. long term aims, plus madum tem detel
— Maed 1o ensura deas nat become "ok buf'
- Bag Ideas + Py

Rationale for choica of possiilty for O3

one dacumant for taschars
Balh Aend B ara needed. Single curriculum AoLE documeant should be usad es part
of profassional laaming

Othar

- Meads additional (external) axampification
Heads ta be one. uul:mnant

- Leadarshp
-~ Head peper and ﬂmble almwc VETSRING

of tima)

—

Exgmple: The aspect of e leaming joumey should be siructured as_ .. because.

"The aspects of a learning journey should be
structured as a single, integrated document in support
of an AOLE. Each "What matters" statement should be
combined with broad expressions of pupil progress
and reference to key achievements at set points along
that journey.”

The AOLE feels it is vital to avoid under specification of progress details and
guidance as this will not provide the structure necessary to ensure that all
teaching and learning is suitably aspirational and rigorous, Whilstthe AQLE
is conscious of key pedagogies it feels that providing detailed guidance for
teaching and planning will too intimately link the "curriculum" with
methods of delivery, and as such reduce the flexibility in the

classroom. The groups feels that in addition to the progression journey
and in line with Successful Futures, “reference points" are essential
(suggest Primary > Secondary Transition) to ensure suitable progress for all
learners, regardless of their place within the education system.

The AQLE feels the statements of progression need to be broad enough,
yet sufficiently detailed (Black et al) to meet the needs of teacher
subsidiarity and the "4 purposes", whilst maintaining consistency and
rigour thorough the system — without reducing progression to a "checklist"

The AOQLE feels it is unnecessary to produce an additional, detailed
framework and that all statements of progression are embedded within
each What Matters statement.

94

April 2018



Learning about Progression — Informing thinking about a Curriculum for Wales

List of additional documents available online

4.
5.

References to ‘progression’ in Successful Futures

Health and well-being: links to national curricula

Health and well-being: examples of progression statements
Humanities: links to national curricula

Examples of Religious Education Progression Statements in Scotland

These documents are available at
https://www.dropbox.com/sh/tgtjidlcuze9zt7/AABP34QNYEPcelJsjwlkIBrGa?dl=0

Note also that analyses of individual country frameworks in the various curricular areas are available
from the CAMAU project team.
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